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[85)

“To read a book is . . . like anv other
cncounter with the world All Tiving
consists in the generation of expeeta-
tions, the modification of those expecta-
tions in the light of what actually hap-
pens, and  the reformed  exnectat”

! the experience is ove

i'his conunent by James Britton sums
up what this book. to which he is a
generous contributor. seeks to do on the
subject of children’s writing, Whether
the reader is a teacher of children or
of their futare teachers, a supervisor, a
parent. or a citizen interested in writing
and its growth, he has expectations
about how children’s writing develops.
These expectations should be modifiec
and enlarged by what the writers of
this hook, with their varving points of
view, have to say.
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Introcduction 3

The papers collected here grew out
of the 1968 Spring Institutes on Ele-
mentary English in  Dallas, Texas,
and Philadclphia, Pennsylvania, where
teachers discnssed their cxperiences
and their problems with children’s writ-
ing and listened to the ideas of innova-
tors in the ficld,

At the Institutes, as at the Dart-
mouth Seminar,® the emphasis was on
talk—an informal flow of ideas and ex-
change of opinions—rather than on for-
mal speeches from the platform. We
have tried to hold onto the spontancity
of this talk by keeping this published
record informal and by recasting the
tape-recorded discussions only as much
as secmed nccessary to clarify them and
reinforce their continuity for readers
who did not attend the sessions.

In the thick of discussions, speakers
modified or reaffirmed their positions.
But one recurring assertion was that
teachers should break out of habits of
looking at children’s writing only in
terms of adult priorities and evaluating
it only by adult models. -

The first article, “Components of
Writing,” advises us not to feel com-
pelled to urge close attention to syntax
upon children before they have become
used to expressing themselves on paper.
Overstress on spelling, and even on the
switch from manuscript to cursive writ-

°The Anglo-American Conference on the
Teaching and Learning of English held at
Dartmouth College in the summer of 1966,
oflt;rll referred to as the Dartmouth Seminar,

ing. can be gimilarly inhibiting. The
part that learning to think from cause
to effect can play in expanding a child’s
potential for good writing is also dis-
cussed.

In “Talking and Writing” the first
of his four articles, James Britton sug-
gests that we broaden our conventional
expectations about what speech docs.
It not only performs tasks, helping us
exchange ideas, but also spins “a wcb
of human relations.” In addition, Brit-
ton points out, it serves an inner func-
tion as we usc the catcgorics it supplics
to us in our efforts to make scnsc out of
our world. He shows ways in which
writing can be just as intimatelv in-
volved as specch with children’s pro-
cesses of perceiving the world and
shaping experience.

Britton’s second article, “Progress in
Writing,” challenges the time-honored,
fermal processes of planning and re-
vision which, in traditional classroom
practice, have accompanied all writing,
regardless of its purpose. He examines
writing according to the resources em-
ployed in it, the audiences to whom it
can be directed, and finally, its func-
tions. He asks teachers to tolerate tran-
sitional stages in youthful writing, be-
tween the cxpressive and the exposi-
tory, for instance. He advises against
trying to hurry children out of one of
these stages into the next.

The understandings a teacher should
possess to guide the writin g expérience
effectively are described in “Language
and Experience.” While this article is
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more  philosophical than  Britton’s
others, it provides a rationale for much
that was said at the Insiitutes. The
theoretical and philosophical ideas he
presents are illustrated by writings of
children and youth.

Britton talks about the ways man’s
ability to represent experience symbol-
ically helps him retain it for future use.
He talks about how children build hier-
archies of abstractions with which they
can assess their worlds. Also, he dis-
cusses ways in which children—and
adults as well—represent their worlds
in language, not only to help them par-
ticipate in action, but also to achieve
pleasure and satisfy needs. The defi-
nition of literature Britton derives from
this exploration may sound strange to
the traditionalists’ ears, but it could help
adults hear resonances they have been
missing in children’s stories and poems.

In “Student Writing and Evaluation,”
Britton challenges adults to rethink
their usual attitudes of ominiscience
about the fornis into which children
should put their writing, Referring to
poetry, he says teachers often judge it
by standards inappropriate for adult
poetry, not to mention children’s. To
get hung up on arranging prose in
paragraphs, making verse rhyme and
analyzing elements of children’s sen-
tences, he suggests, is to overlook the
chief reason for having young children
write at all. He offers persuasive argu-
ments for delaying close attention to
form until about the age of fourteen or
fiftcen.

Alvina Treut Burrows talks about
poetic expression in young children and
says it can be encouraged in a number
of ways: by letting children dictate
their thoughts to the teacher as well
as write them, by experimenting with
a relaxed form of haiku, and by sharing
class members” writing for enjoyment,
without correction or rewriting and
without restraints on subject matter.
She carefully distinguishes between
personal, imaginative writing and pub-
lic writing; the latter often needs to be
revised and its mechanical errors cor-
rected. Here, much more stress is given -
to practical writing needed in the class-
room and to how skill in this area can
be developed. Her exaniples. of pupils’
writing illustrate the themcs she has
identified as common to young chil-
dren. Many elementary school teachers
will find ideas in this section which they
will readily endorse.

From the tape recording of Richard
Lewis’s talk, a number of short but
thought-stirring excerpts have been
drawn. Though these quotations do not
do justice to Lewis’s excrllent presenta-
tion at the Institutes, any one of them
could spark a discussion of an aspect
of thought, of feeling, of creativity.
Readers will appreciate knowing that a
tape of his complete talk is available
on request through the National Coun-
cil of Teachers of English.

If while reading these four different
points of view, you have found yourself
saying, “Yes, but . . .” or “Perhaps, but
what happens if . . .?” you may very
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Iikely find vour questions dealt with in
the \\*id(‘-l‘;lnging informal discussions
that have been reproduced from tapes
made during the Institutes and titled
“Potpourri on Writing,” The topics ex-
tend  1rom comparisons of the wavs
British and American schools treat writ-
ing to the question of how to make
assignments involving children’s writ-
ing

The carcful reader will notice the
caleulated  stances  taken by some
speakers and the competing goals oc-
casionally stated. James Britton and
Alvina Burrows are not in the samc
orbit, and one can infer from Lewis’s
excerpts that he has his own set of
prioritics for the process of helping
cuiildren to be creative in classroom
writing. Wile attenmpting to remain
ncutral, the director still showed her
biases. Yet, as the dialogue continued,

there was a convergence of thought on
major issues.

The local chairmen who did much
of the work of arranging the Institutes
which led to this baok were Carolyn
Locke. Herman Benthul, Miriam Wilt,
and Howard Blake. T would like to
express my appreciation to them, as
well as to the speakers whose ideas
make up this book. My thanks also go
to members of the staff of the National
Council of Teachers of English for
their help in preparation of the manu-
seript. Special recognition should be
given to artist Norma Phillips Meyers,
who designed the book, to Diane H. Al-
len for editorial assistance, and to Phyl-
lis Godwin for the original tvping of the
tape recordings and further editorial
assistance.

Erponna L. EverTTs
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Components of Writing

Recently one of my neighbors, a professor of architecture at my university,
brought me some clementary papers he wanted to share with me. He had been
invited into one of the elementary schools to talk about buildings and details
of architecture that might be interesting to the children. After he had left, the
teacher asked every pupil to write a thank-you note. Then she did something
very wise. She said, “I will not select the best two or three papers and send them,
but we'll send all the papers.” He brought all the papers out to show me, utterly
delighted with the unique ways in which individual boys and girls had expressed
their appreciation. He didn’t mind the misspelling or the awkward sentences,
because he was aware that the children were writing what they really felt.
These letters were really their writing, not the teacher’s. It is important for all
of us to recognize that children’s own writing must not be compared with adult,
literary, carefully-edited writing. Let’s accept the child’s writing as his product
at his particular leve] of development.

I taught in a large city system at a time when we expected the arrival
of a new art supervisor. Prior to her arrival, we tried diligently to get pupils to
use correct form, but in our blindness we were trying to get what we thought
was mature, dignified, acceptable art from our boys and girls. The art supervisor
soon set us straight. She didn’t want art work that looked as if adults had donc
it. She wanted art produced by children, a child’s own art expression. We teach-
ers were amazed. The art work would be too poor to display; it would not be
suitable to take dowr. to the administration building because it wouldn’t be in
perfect form. But this supervisor really knew children. She rejected the art that
we teachers had dabbled in; we soon learned that the acceptable form was that
of the child—~what he had experienced and expressed. She insisted that teachers
need not tell boys and girls what to put on paper nor should we even try to help

9
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them. Since T had no ability in art, T was most willing to let the boys and girls
go ahead on their own. X

This philosophy applics equally well to other kinds of art, including composi-
tion or writing. Boys and girls should be permitted to write on their own. Their
writing should be their cxpression. At times we adults can do our own writing
and sharing of ideas, but let's permit Boys and girls to write down their own ideas
too. Certainly, we nced to understand why children are writing, their purposes
for writing, and to accept the writing as a rcecord of what is happening to the
child during this process. We tend to overemphasize evaluating the end product.

Each child has ideas from his own experiences ta write about. The teacher can
help him to organize them, and to express them through writing. We need not
be too concerned, then, with sentence length, commas and complete sentences.
We're going to work with the ideas of the child and discover his reactions and
feelings instcad. So then, before we can really assess composition (how to
evaluate it or how to teach it), we need to know what the writer had in mind—
his purposc, what he was trying to do, how he tried to organize and handle his
ideas, how he regarded his efforts, his end product, and his anticipated audience.
Only then can we really determine in a realistic way the value or importance
of the writing process to the individual and the quality of the end product. How
can teachers ever help students if they do not know how a paper was written in
addition to rcading it?

When evaluating student writing, we are often tempted to use research
instruments cven though they were not planned nor intended for such use. It
seems scientific to place a grid over the papers to obtain an objective measure,
as the rescarcher does, and then to think of the scorc or profile as a basis for
grading. But this process is very artificial; it makes for abstraction and it doesn’t
measure the realness or the life of the paper. Recently I directed a research project
on children’s composition.! We studied the composition of 700 boys &nd girls in
grades two to six over a three-year period using a syntactical method of analysis
to notice the kinds of scntences that pupils were using. But this kind of analysis
gave us only a description of groups. This det ice was clearly not onc to use for
evaluating individual compositions because too many of these cannot be analyzed
with such an objective measure. As I mentioned, some measurement procedures
may be excellent for research purposes but not for individual instruction in the
classroom. This does not discount the value, however, which the classroom
teacher might derive from the study of such research.

-lEldonna L. Evertts, Syntactical Analysis of Children’s Composition, Nebraska Study of
Syntax of Children’s Writing, 1964-65, Vol. 1, 1967 (ERIC Document 013 814).
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Although research has indicated increased sentence length represents great-
er maturity in writing, we must be carcful about telling bovs and girls, “ Let's
write a hbetter sentence.” Rather, \\'v should say "Let’s w rite a ]()II(T('I sentence,”
or “Let’s combine shorter sentences.” These are choices or options we can show
pupils. Sometimes for the purpose of meaning or clarity a longer sentence @y
be more effective. At other times it can be much more effective to use a seties of
short sentences. One needs to examine the effect of one group of sentences. or
the effect of another.

A third-grade teacher in Oregon attenipting to show the bovs and girls
how to embed one sentenee within another to make more intere sting sentonees
\\'as surprised at the response she received. One of the bovs in the (Ltss w\pundvd.

You know, 1 don't want to write one lon(r sentence. I want to write two or
three. T have a different story that I want to tell.”

Sometimes teachers try to show pupils how to de velop sentences, show them
how in an artificial wayv. Teachers need to focus much more upon allowing pupils
to express their ideas or to tell a story. Later they may have to be shown how
they might make a choice of writing sentences in different wavs, but that comes
at a more sophisticated level or at a time when a child is asking for additional
help.

Boys and girls in onc third-g -grade classroom in Nebraska put a mark in the

supper corner of their papers, just an X. and that meant. “T've Cn]O\ ed writing this

story and I'd like some suggestions on how I might improve it.” This was a clue to
the teacher for an individual conference. When a student wanted to talk about the
paper, he recognized he might make it better. Iis storv. he felt. needed a little bit
more work to make it more polished.

Boys and girls seem quite aware of the audienee for which they are writing,
They often enjoy writing for their peer group. and not just for the teacher. The
most obvious way of including peers in the audience for a child’s writing is having
him read his storics to his classmates.

One teacher complained to me that it took too much time for bovs and girls
to read their stories aloud. (Alvina Burrows refers to this approach as bei ing a good
technique because then pupils can read with intonation; they know what they in-
tend to say, thus they can convey more meaning and gain a greater impact for
their ideas.) This teacher said, “I just don’t have time with the size class I have for
this oral reading.” Later she set up committees or groups with each selecting one
paper to read to the rest of the class. Perhaps even this way of working together
could be a real leaming experience,

Another classroom shared compositions by placing them at just the height for
boys and girls to r 1d casily across the bullctin board at the back of the room.
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When the pupils came in between classes and at noon, they would stop to read;
often they went back to where they stopped reading, to read the rest of them.
With this approach, teachers find they cannot take the papers off the bulletin
board until evervone has read all the stories. In a situation like this, pupils begin
noticing hefore long that some storics are casier to read than others. They begin to
sce what good spelling and punctuation mean. They can sec a need for some of the
skills. Thus real leaming takes place. Pupils are writing because they have some-
thing worthwhile to say, something they want to share instead of merely a compo-
sition for the tcacher to correct.

Boys and girls are well aware that there are various forms of writing—pub-
lic forms and private ones. Some kinds of writing are too personal to be shared or
to be put on display. Teachers need to recognize that fact. One teacher had a little
box where bovs and girls could put personal writing, meant only {or the teacher.
Sometimes pupils prefer to write letters without signature, to omit their names
from papers. Devices such as this give them an outlet for the sort of writing they
often feel a need to do, in addition to science reports and other expository writ-
ing, which they may be called on to revise,

Does writing bring satisfaction to the child? This is an important question.
Besides the obvious medium of the school newspaper, there are other ways in
which teachers can make it possible for pupils to have the satisfaction of sceing
their writing in type. They may take dictation from children, even ones at an ad-
vanced level, These compositions can then be typed into the forms that the writ-
ten language customarily takes. Many a student who is himself unable to write
well has leamed from his experience in reading, or from his experience in the
classroom, that there is a written form of the language which has certain conven-
tions. Although he has not mastered these yet, he does iike to sce his efforts in
this form. Retyping a composition, then reading it to a pupil to sce if you have
conveyed his ideas correetly is a good technique. Incidentally, many teachers
have found that letting the pupil sce his ideas in written form is an ideal way of
teaching some children to read.

Now what about motivation? But perhaps you have more than motivational
devices in mind when you think of a productive writing period. In a sensc, moti-
vational devices can become quite contrived. A more natural motivation grows
from a classroom environment where things arc happening because the children
are intenscly interested. Then writing can be as natural a type of expression as
painting, art, movement, drama. No need cexists to promote writing; it becomes a
vital activity. If boys and girls in the primary grades write more easily than those
in grades four, five and six, we know something has happened tu the environment
we teachers have created for writing. For encouraging writing, not artificial moti-
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vation, but the general climate the teacher creates within the classroom is im-
portant.

But the teacher is the greatest single influence in creating this condition, not
the printed curriculum. Your views may differ about what is meant by curricula.
Too often they are merely something writter. on paper. Until something happens
in the classroom, no curriculum has much value, either negative or positive, be-
cause it exists in a state of limbo. The teacher makes the curriculum become real
and true.

When a teacher creates or unobtrusively arranges a leaming situation for
writing, he must know what his goal is and create assignments that lead toward
it. A good assignment helps boys and girls explore for themsclves and react to a
situation. We can help boys and girls sense situations. We can arrange times for
creativity and imagination. But if we go so far as to suggest topics for children’s
writing, these should be topics for which children have some background. Assign-
ment evaluation becomes important.

A voung teacher once said, “I told the boys and girls one moming that on my
way to hool I had seen a black Cadillac driving along the road. Suddenly it
stopped. A man quickly got out of the car, opened the trunk and took out a black
box, throwing it over into the ditch among the bushes. Then he quickly drove
away. Now write and tell me what was in that box. Why did the driver do that?”
And then she said, “Oh, we have the most wonderful ideas.” But I really wonder
how this kind of assignment helps hoys and girls explore for themselves.

By contrast, an experienced high school teacher in Milwaukee wanted her
students to be able to write about the commonplace—to see, to observe, and to
notice things carefully so that they could bring clarity, direction, exactness to
their writing. So they talked about rain. They looked out the window and noticed
the cffects of rain. Between classes they had to walk to different buildings. She
asked them to get the fecl of rain against one’s face, the feeling one has when the
wind pulls an umbrella inside out, the fecling of being wet. They thought about
what it felt like to step in the 0ozy mud and perhaps to get stuck in it. They could
write, speaking from their experiences. They were off to creative, imaginative
writing, and they were helped to observe the commonplace. For too long, we've

~ been too concerned with trying to motivate students to write according to adult

interests when we could begin with their own ideas and standards.

Now, what are we doing to help boys and girls think better so they can write
better in our classrooms® We talk about clarity, yet are we giving our youngest
children and our high school students the foundation on which principles of
rhetoric can be based?

The term “rhetoric” is becoming popular and interest in it is increasing,
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Certainly, we want boys and girls to think logically, and to write clearly in a
vigorous way with precision and exactness. Yet this kind of writing cannot be ap-
proached in a formal wav. If we do, the result will be only a vencer; tllongllt will
not be original. We need not tell boys and girls all about rhetoric, the art of per-
suasion, the theory of logical tlunl\lng, and then say, “Here is a writing assign-
ment.” We need to exercise care in what we tell bovs and girls about principles
or theories of rhetorie; the form must not stand in the way of the expression of
ideas. T rather suspeet we would be building a foundation for sound reasoning as
well as providing a rich present environment if we began in preschool years and
talked more with children in terms of patterns of relationship—of cause and cf-
feet, association, and the importance of sequence—at the very moment theyv have a
concrete experience, Understanding follows the talking; parents need not wait for
understanding before talking to their children.

Let me give you several examples to show how we have reaily ignored
critical thinking, imaginative thinking in our educational program. When Freedom
and Discipline in English came out a few years ago, the program for the college
bound was literature, language, and composition.? The development of this tripod
has influenced a great deal of what has happened in the field of English. It
gave a balance, it showed where literature fit, it showed the importance of
language and composition fitting together. But little thought was given to the
ability of students to think critically, analvtically. It was assumed that boys
and girls know how to do it. And yet how much in literature, the close rcadmg
of literature, implics the ability to think and to handle material? Writing, too,
has a place for imaginative tllinking, a place for mctaphoricul thinking, a place
for logical thinking,

Recently the present NCTE Commission on the English Curriculum was
preparing its first publication. An attempt was made to define English. No
decision could be reached on what English is, nor what it involves. The com-
mission then decided to focus upon the issues that were involved. The result
was the publication of Ends and Issues, written between 1965 and 1966.% This
pamphlet has influenced many other committees. Many issues are being explored.
Yet even now, all too little attention is being given to thought development and
the role vocabulary growth plays in this process.

The actual words the boys and girls use and their general undcrst"mdmg
of vocabulary are important, and we are becoming more sensitive to this fact.

2Commission on English, Freedom and Discipline in English (New York: College Entrance
Examination Board, 1965).

4 Commission nn the English Curriculum, Ends and Issues: 1965-1966 (Champaign, IlL:
National Council of Teachers of English, 1966).
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Teachers who look too carcfully at the structurc of sentences and paragraphs
have forgotten that vocabulary is essential for the expansion of thought. Having
more words to choose from is like having more tools with which to work. It
increases the child’s precision of thought. In Wilmingtou, Delaware, for exam-
ple, the teachers and the principals of the elementary schools have been help-
ing the parents to focus on vocabulary within the home and within the child’s
experience. Many of the families in this area visit others during the summer.
As parents drive along with their children, they can carry on conversations in
the car, referring to the silo in the ficld, the names of animals. They can explain
thosc things that the children are sccing, describe what is going on.

But too often when a child takes a trip with his parents, he has only a
comic book to look at and try to read. He isn’t increasing his vocabulary; he isn’t
gaining new ideas with which te work; he isn’t led to explorc the expe-
riences he is currently encountering.

Susanne Langer writes in Philosophical Sketches that language is an ex-
tension of an individual’s experience. If he is lacking a word to explain his
ideas, he will use a metaphor; he will describe it as something else. Pupils
are able to handle new ideas from the words that they know. Metaphors,
then, are not just literary devices; they are ways of expanding thought, ways of
thinking—something we can encourage children to do.

Care must be taken not to over-define words when one works with boys
and girls. The ability to recognize and use words can come easily and naturally
by exposure, and less frequently by direct teaching. In the classroom when we
rcad literature to boys and girls, we don’t always have to stop to explain every
new word, Too frequently teachers of reading over-define words and spend too
much effort on getting pupils to understand every word. As boys and girls have
more expericnce with words, they often can figure out meanings for themselves.
Thus they gradually increase their vocabularies.

Helga Sandburg, the daughter of Carl Sandburg, in a statement in Horn
Book, told of her own children coming home from school with a badge indicating
they belonged to a special “club” because they looked up all words they did
not know in the dictionary.* And she wondered how artificial such teaching can
be since she herself did not look up cvery new word she encountered in her
own reading. Then she related an experience in Michigan on their farm. The
good books were all carefully selected and placed in the library in their home.
But the rejected books, the leftovers, were placed in the goat bam. And it was

Iﬁe]ga Sandburg, “Skip It: An Open Letter to Children on Reading Books,” Horn Book XL
(1964) pp. 86-87.
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there that she did i r reading. She explained she sensed it was not wise to
ask about many of tiic words she didn't know, so she just figured out their
meanings as best she  ould. Some of the words she campletely ignored; she
wasn’'t interested in these. As she read niore, she.began noticing certain words
that came up time and time again. She figured out the meaning from the sen-
tences in which they occurred but never bothered to look them up. By broad
experience with lit rature, by lots of reading. by using a variety of words in the
classrooms, by usiing precise words at home for some of the activitics that are
going on, puplls can not only extend their readin 3 vocabularies but also gain
an understanding of words and how they can be usec.

Pupils should be 1o mitted to use in their writing the words they want to
use and try out. Too «tzem teachers insist that they write onlyv the words that
they can .spf-ll correctly. they cnen threaten to gr. ade papers for spelling. Yon
know what happens. The second graders. who are at the craser stage, stort to
write. They may have wonderful ideas and they start writing but, oh, they
don't know how to spell a word. So they er.se it. Thev think for a minute and
‘they go on to somcthing clse; they dont know how - to spell that word. Before

long they've erased a hole, or pcrlmps several of them. They can't go on; there

they sit. They don® write anvthing.. Thus tcachers destroy creative writing
when they begin to put the form. the spelling, in the way.

Some teachers ask boys an. girls what words they think they want to use
and then place them on the chalk board so the correct spelling will be available.
With such lists of words the tc..cher structures the children’s thinking. Rather,
children must be permitted to ¢ rganize their own thoughts, use their own ex-
pressions, and use whatever words they need.

I mentioned carlier the res arch that T was doing. One of the ways we
obtained writing samvles frem boys and girls was to show ‘them the films “A
Hunter in the Forest™ and “The Adventures of the B Baby Fox.” These two films
werec made in Sweden. The fisst is without any words at all and the second
has very few words. It's a story that is told in rhyme. We simply told the boys
and girls to write stories, any kind of story they wanted. While they werc think-
ing, -ve would show a film. Somectimes they would get ideas from the film.
Some children would write about their own ideas. And we did receive a wide
variety of writing samples. Ircidentally, some of tiie boys and girls, when
shown the one in rhv e, withe it —ealizing it, resporded by writing in verse.
(We also discovered that when pupils wrote “The .- 1,” the composing process
was over for them c.n ' ot sclectior )

Boys and girls v .n said, “lao we have to spell correetly?” When 1
would say, “Ne, I'll cor - around. though, and v-'c  n a sheot of paper any
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words that you want to know how to spell,” the pupils would give a sigh of
relief and start to write. '

Teachers may destroy writing in the carly primary grades not only by
overemphasizing spelling but in the process of the changeover from manu-
seript to cursive. Boys and girls will sometimes ask, “Should we write or
print?” If teachers indicate they mayv use whichever one is easier for them,
they are thrilled. Often they go back and use manuscript. But they may discover
that they've forgotten how to use it. In other words, when they arc learning
the new cursive, the old skill isn’t maintained. Just when they become automatic,
efficient in one, teachers give them a new form with which to write. Just when
they can write their ideas, thev're given another tool to work with. Thus the
composing process goes backward. Is the sort of handwriting the child uses of
primary importance; or is the composing process important? Cursive writing
can often be introduced more easily later. Manv pupils learn it automatically.
This then is another issuc that does influence composition and one which
cannot be totally ignored as we have inclined to do all too often.

I think that you will agree with me that the process of writing cannot
exist in isolation apart from all the other activitics the child experiences in the
home, in the classroom, in the community. Although it is a solitarv occupation,
it builds on the experiences of life itsclf. The process of writing is vital, involving
the individual; it withers if confined to curriculum guides. The individual who
engages in writing enlarges his own creativity and imagination. He gains an
awarencss of his own feclings and emotions. He discovers his own uniquencss.
A. B. Clegg has recorded one teacher as saving, “By sharing his experience
with others it becomes more significant for all.”

5A. B. Clegg, The Excitement of Writing., {London: Chatto and Windus, 1964), pp. 57-58.
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®he dtudents Writing

This conference is about writing, yet we haven’t asked you to write. In
fact the conference will consist mainly of talking, which shows we place some
value upon talk as a method of learning. What I want to do is to look at the
way we use the spoken language, and to do this as a preliminary to looking
at the way we use the written language. We necd to think about talking if we
are to think fruitfully about writing. I believe it is impossible to consider writing
as something separated from the whole foundation of an individual’s language
ability, and T am quite sure that the foundations of an individual’s language
ability rest on activities at the spoken level.

The kind of talk that goes on, on a given occasion, depends upon the
situation and the purpose of the talk. Onc purpose of talk is that of getting to
know each other. In any group we find ourselves in, we have to talk in order
that each of us may establish his identity, declare himself as different from
other people. It is only as each member of the group does this that the group
can begin to establish relationships between the declared identities. Every
word we speak betrays something of our personalities. We normally speak what
Edward Sapir called “expressive speech.” The signals we give out are not only
signals about what it is we want to say, but also signals about what kind of a
person is saying it. Hannah Arendt, a very interesting philosopher writing
in America, declares that the whole of human life is a web of human relations.
I want to suggest that it is by talk above all that we spin that web of human
relations—and any teacher who tries to outlaw talk in the classroom is trying
to make of his students exiles—temporary exiles—from life.

But relations are not established once and for all. They change with every

. changing interaction, every changing configuration of people: they have to be

continually modified and maintained. We are now in a traditional situation

21
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which, if we were to inquire into it, would prove to be handed down to
us from the medieval universities—a situation of one speaking and many
silent. If you wanted to change this situation you would do so by changing the
pattern of speech behavior. You might start by asking a question, which vou
might then develop: if I interrupted you, you might tiicn interrupt me and you
might in this way take over the roie at the moment assigned to me. The situation
would have been changed by a change in the respective speech behaviors. It
is mainly in speech that we establish and modify our roles in rclation to each
other. :
One of the best illustrations of this process I have read recently is to be
found in Herbert Kohl's Thirty-six Children. Read the story of how he began to
get to know that class of his. He gives you not only what was said, but also his
own reactions to what was said, and vou can feel the beginnings of the
establishment of human relations in a situation which had barely allowed of any
such relations with the teacher up to that time. I think we need to learn much
more about how this process goes on and about the techniques of talk for es-
tablishing human relations. It is clear that there is a wide range of choices open
to a speaker, choices above all in intonation pattern, by which he may modify
his relations with his listeners.

I one day overheard a mother at a holiday breakfast table with her ten-year-
old, who obviously had got out of bed with that sleepy, grumpy, early morning
fecling. The tone in which Mum said to her, “Come on Mary, get your liver
working,” indicated one way of establishing today’s relationship, a way that was
likely, I thought, to make the day very much less of a holiday than it might
otherwise have been. I am sure we are unaware of how our speech can be destruc-
tive of good relations as well as constructive. I like to think, on the other hand,
of the mother who wakes her small child up in the moming, calling her from
whatever distant country her dreams may have taken her to, calling her back
to the everyday world; and in tones which go far towards establishing that day’s
human relations—that bit of the world in which the child is going to live that day.

Now some speech does no more than maintain relations. (When I say
“does no more” I do not intend to underestimate the tremendous importance of
this process by which we constantly remind ourselves that we are not alone in
an alien world.) But most of the speech we are concerned with in school has
other jobs to do as well—the exploring and sharing of ideas for example. There is
in fact a “task area” in which speech has to operate. This does not, however,
prevent it from operating also at the same time in the area of personal relations.
As speech performs the tasks of learning and teaching it affects also the relations
between members of the class and the teacher, members of the class and each
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other. Even in this respect it is at the same time indirectly a means of getting
things done, for the quality of what is done relies upon the quality of relations
between those who are cooperating in doing it. .

Let me quote a simple example of the way in which work in the task
area interlocks with the maintaining of personal relations. I remember a sixth
form lesson, a lesson with seventeen- or cighteen-year-olds in which we were
discussing Romeo and Juliet, which is a play that young people can discuss very
ably if they arc confident in the group they find themselves in. One girl was
movcd to make a very innocent comment, an honest, trustmg comment saymg
exactly what she felt about the immaturity and so on of Julict. This was a con-
tribution to the task arca: she was saving something about the play. The way a
boy in the class took up what she said and disagreed with it was also a straight
contribution to the task area, but it was made in such a way as to reject the
honest openness of the girl’s contribution. It was, in fact, a negative contribution
in the area of personal relations although a positive contribution in the task area.

We have noticed, then, two jobs for talk, that on the one hand of teaching
and learning, exploring, exchanging ideas, the task area, and that on the other
hand of building human relations. Both those are aspects of language as inter-
action, language, broadly speaking, as comnunication. I want to go on to con-

* sider a third function of talk which is not communicative. And I shall have to do

this in a rather dispersed way: in other words, I shall begin on it, then return to
it at a later stage.

This third non-communicative use of talk is what a Russian psychologist,
L. S. Vvgotsky, has labeled “speech for oneself.” In this form' of speech, cven
when we usc other peoplc as listeners, the effect is primarily one of making sense
of the world for ourselves (turning the world into our apple).

When the assassination of Dr. Martin Luther King wa. announced, talk
began going on all over America, indeed all over the world—tal: of a past event
in order to interpret, come to terms with, deal with a traumatic experience. I
literally believe that the quality of the linguistic ability of the individuals taking
part in that talk all over America, all over the world, will materially affect the
outcome of that event.

I think we can understand the nature of this use of language more clearly,
however, if we begin by looking at young children and seeing the stages by
which they acquire it. In a more general way, as we watch young children

-learning to speak, we can discover things about the functions for which we usc

speech ourselves as adults. We can certainly distinguish in an infant’s behavior
these first two roles of language that I have mentioned. We can see him estab-
lishing relationships in the family. Relationships have of course been established
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by means other than words from birth onwards, but language enables the child
to declare so much more of himself than he can declare simply by his beliavior.
With the emerging identity, and its declaration, comes increased participation in
family affairs. (The family is his whole field of operations and therefore to partici-
pate more fully in family affairs means to him “getting on,” growing up—means
progress in a fundamental way.) Wec can also sce language serving his curi-
osity, “getting things done.” His curiosity looks out in ail directions and may
light upon anything. So far he has explored by touching, handling, tasting,
smclling, and so on, but he now starts to use words as a means of exploring
further. Taking this very literally, he is now able to find out by asking questions.
But we have to go deeper than this to explain the whole process by which lan-
guage serves a child’s curiosity, assists him to find order in the “blooming, buzz-
ing, confusion” of his world. This takes us back to “speech for oneself.”

Young children begin to learn to speak by saying what has been said to
them in the situations in which they have heard it. They begin, therefore, with
the most outward forms of spcech, saying what their parents have said to them.
Very soon they will improve upon this by improvising in the same mode—
improvising the kind of social interchange that goes on in the family. When they
have done this for a year or more, there comes the time when they begin to use
speech in a differcnt way. The first sign of it is normally what we call the “running
commentary,” when they begin to talk to themselves about what they are actually
engaged in doing. (Some people think that the presence of somebody else as a
virtual audience is a help to the process; but certainly no real interchange is
involved, no response is demanded.) The important point to note is that not
only is this speaking to themselves, it is also speaking for themselves, for what
they gain out of the process.

To understand what it is they gain, we must look back to an earlier stage of
development—a familiar stage—the point at which they play “the naming game.”
Perhaps we ought to rechristen it “the touching and naming game” because that
is how it functions. Here is the performance of one eighteen-month-old girl at
breakfast: “Bun, butter, jelly, cakey, jam, cup of tea, milkey.” What is important
about this sort of behavior is that it indicates not simply that children know the
names of some things (and delight in using them) but that they are arriving at
an understanding that it is part of the order of things, that things have names
(although they wouldn’t phrase it in this way). This sets up, as it were, an ex-
pectation that everything will have a name once you have found it out, and so
everything may be brought into the conversation in the end. In other words, men
use language to represent the objects of the world. What the infant is doing at
the early stage is to bring into existence the objects of the here and now. '
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There is another milestone at the age of about two-and-a-half or three, when
a child begins to be able to use words for things that are not present. This, of
course, is a tremendous step forward. He is able then to use words not as
attributes of things, not alongside things, but in place of things. Thus, what was
named yesterday but is not now in sight can be brought into the present to explain
the present situation. This is the first symptom of an essential function of lan-
guage, that of bringing the past to bear upon the present. When Jean Piaget, the

Swiss psycholog;st referred to the present, he called it “the manifold and irre-
" ducible present.” Tt would take us a long time to explore all that is involved in

this but I think we can see the beginning of it. In the present, everything is
happening at the same time and we need to select and focus sharply if we are
to make anything of it at all. If what we meet is utterly new and unfamiliar, we
have no basis of selection, no criterion of relevance and irrelevance—and we can
make nothing of it. In other words, it is only by bringing the past to bear that we
can interpret the present. By placing the fresh experience in the context of what
has happened to us betore, we can hope to understand, appropriate, incorporate
it. A two-and-a-half-year-old child met her first strawberries. She looked at them
and said, “They are like cherries.” She tasted them and said, “They are just like
sweeties,” just like candies. Then to sum it all up, “They are like red ladybirds.”
Three things named in her past experience were now brought to bear to explain
the new in terms of the familiar.

We cannot bring the past to bear upon the present until we have learned to
classify aspects of experience. As Jerome Bruner has pointed out, it is no use
knowing that event A is followed by event B, because event A will never happen
again. It is quite a different matter if you learn: that an «vent of type A is followed
by an event of type B. You can set up an expectation that will operate when-
ever an event of type A occurs again. So bringing the past to bear upon the
present depends upon a classifying process. Of course, even dogs can classify
experiences. A dog gets excited when you take the lead off the hook. We had a
dog once who:went a few stages further and used to get excited if you licked
the stamps to put ‘on'a letter. He had classified events. He knew that an event of
type A was likely to be followed by an event of type B. In other words it was
not the licking of stamps that excited him, but what from past experience he had
leamnt to expect would follow from this type of event.

What language does, of course, is to increase a millionfold the number of
categories we can employ, and this is a major distinction between the human
animal and what Susanne Langer has termed “zoological animals.” Language is
in fact all human beings the primary means of classifying experiences. Bruner
quotes a classic example of this in his Study of Thinking, when he says that
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physicists tcll us there are seven million distinguishable shades of color. That
is to say, taking cverything into account, the human eye can distinguish onc
experience from another in the color arca seven million times. And yet we get
through our normal color business of the dav by using seven or cight simple short
words. It is clear that in doing so we are using words which cover thousands of
distinguishable phenomena, and if we didn’t, heaver help us, we should never
get through our business of the day cven in terms of color alone. We must relate
categorics of experience and not the unique events.

We can sce in the naming game the beginning of this process of classifying,
and from time to time we may catch glimpses of carly stages in jts development.
Thus one cightcen-month-old child: “Mummy’s chair, daddy’s chair, baby’s chair”
and “shoe, another shoc, two shoes.” What happens at this stage is that a name
becomes a filing pin upon which suceessive experiences of the objects are then
filed, so that as a child learns new names, he is also sorting the objects of his
world into categories.

The incentive for the carlier forms of speech is found in interaction with
members of the family, and in the process of such interaction, or conversation,
language begins its task of ordering expericnce. In addition, therefore, to the
bencfits of social communication there is cognitive development (and of course
the two are intimately bound together). In the running commentary, however,
children cxploit the power of language to interpret experience independently of
social interaction. It is as though conversation does not provide enough scope for
the massive task of cxploring the world through languvage to progress as rapidly
as it needs to. :

“Speech for oneself” introduces a mode of speaking that is functionally
diffcrent from that of social interaction. At first both functions are carried out in
the same kind of speech, but as time goes on the forms of speech become differ-
entiated to reflect the two functions. Social talk becomes more and more complex,
able to deal with more and more situations, able to adapt to varying audiences:
speech for oneself—the running commentary—becomes abbreviated and it be-
comes individuated. Individuation and abbreviation are, of course, developments
that would militate against success in social speech. “Individuation” means, “I use
this word because it has a special meaning for me,” no matter whether or not it
means anything to anybody else. Abbreviation becomes desirable when I am
talking to myself and I know very well what it is I am talking about; it may be
very undesirable when I am trying to make my 1ncaning clear to sornebody else.

I remember one particular occasion when my own two daughters were small
encugh to be doing this sort of thing. The yourger, aged two, kept up a constant
babble of conversation about anything that took her eye, and mostly in the form
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of questions. The other, at the age of four, was at the stage where she would
make drawings of things that had happened to her two or three months earlier in
her summer holiday~ all about going swimming in the sea and going riding on a
pony and so on—and she talked to herself all the while she was doing it. I didn’t
know as much about language then as I do now, because, as I tried to record
what was being said, every nc-v and then I just put down “muttering.” If only
I had tried harder to record that individuated and abbreviated speech! At the
muttering stage speech is half way to silence, and that is what happens to it
next; it becomes internalized as silent, inner speech.

Projecting the devclopmental changes we have observed, we can surmise
that inncr speech will become even more abbreviated and individuated so that
our adult thinking will use not language, but post-language symbols: will employ
in other words somcthing we have derived from language, but which has got
further and further from the forms of external language. Certainly there will enter
into our thinking the perception of relationships that we first perecived through
words, but which we can now perceive without the help of those words. What
language has done for us to reduce confusion to order in infancy (and, of course,
thereafter) continues to serve all our higher thought processes throughout our
lives.

Language and post-language symbols remain essential instruments for the
interpretation of experience. Even when we can interpret in silent reflection,
without benefit of audible language and a listener, we still prefer to do a great
deal of our interpretive work in talk with other people. The incentive to shape
our experience in words is very frequently that of sharing it with somebody else.
It certainly operated this way with the four-year-old girl who was being taken
for a walk and had an encounter with one of these little yapping dogs who
snapped at her heels. The dog was still in view up the road when she said, “Lots
of people get frightened easily, don’t they, especially children, because they
haven’t really had lots of things explained to them, have they? So they get
frightened. Dogs and things get a bit sort of wild when they change their country
and want to go back. That dog’s a Scotty.”

One more ‘example: on this occasion two five-year-olds in a nursery school
provided audience and incentive for each other. (My colleague Basil Bernstein
happened to be listening too, or I should never have known.): -

“I'r taller than you.”

“I'm taller than you.”

“My sister’s taller than you.”

“Your sister isn’t you.” ’

“No, everyone’s theirself.”



O

ERIC

Aruitoxt provided by Eic:

28 Exple ations in Children’s Writing

Even the simplest conversations can arrive at mature conclusions.

All that, it seems to me, forms a background to and a basis for writing, the
working capital of the child when he comes to write. And the essential process of
sorting experience goes on in the writing. Christine, aged nine, was asked in school
one day to write about her tamily, and this is what she wrote:

My brothers” names are called Bert and john. On Monday my brother Bert

(/"77 ,,,(,/af mw Aneertd Bor. Ko
Lok 7  iaastunaaated

Still I never got my tiddleywink.!

I am suggesting that you can feel in that simple account the rough shape of the
experience, the kind of tug of war between the good little girl who cares about
her brother and the very understandable little girl who cares about her tiddlvwink.
I am not suggesting that this writing gives evidence of the fact that she had per-
ceived that shape; 1 am going further and suggesting that the writivg itself con-
stitutes the act of perceiving it. T am not able to prove that it was so in this
instance, but I am quite certain this is one of the important purposes we achicve
in our talking and our writing.

The written language is also used in school for the purpose of developing
personal relations, though of course very much less directly than speech is used.
The way children vary what they write is in accordance with the kind of person
they have in mind in writing it. This will be further explained in the chapter on
“Progress in W riting” when I describe a research project with which I have been
associated in England.

As with talk, so when it comes to writing, children learn by writing. By learn
I mean above all this process by which they shape their experience in order to
make it available to themselves to learn from. Next it must be observed that, if
they learn by writing, they also learn to write by writing. I know when it comes
down to brass tacks, we have to qualify this assertion and make some exceptions,
but we don’t destroy the basic truth of it. They learn by writing and they learn to

' From James Britton, ed., The Arts in Education (London: George G. Harrap & Co. Ltd., for
the University of London Institute of Education, 1967), pp. -H-15. Reprintec by permission of
the publisher,
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rite by writing. In other words I am putting forward an operational point of
view. There is a whole world of experience to he interpreted, and writing is a
aajor means of interpreting it. Why therefore as teachers do we go around looking
sor practice jobs, dummy runs, rigged or stage-managed situations, when in fact
the whole of what requires to be worked upon is there waiting to be worked
upon? Every time a child succeeds in writing about something that has happened
to him or something he has been thinking, two things arc likely to have happened.
First he has improved his chances of doing so the next time he tries; in other
words, his picce of writing has given him praetice. And sccondly, he has inter-
preted, shaped, coped with, some bit of experience. Now those two things hap-
pen, but T think our emphasis in the course of vears has changed. Tt used to be
upon the first of these. We gave the student a wntmg task to do in order that the
practice should make him better at writing something clse in the futurc. Now, we
give him the opportunity to write above all because this encourages him to cope
with something that is an immediate concern, an immediate problem to him: he
is dealing with a part of the now for himself and we put the stress upon that, at
the same time admitting that he will learn to write by writing.

- Again, thml\mg of a curriculum, it is what is achieved in writing, this grow-
ing arca of experience coped with, that builds up, if anything can, into a program.

So writing and talking and doing must go on in close relationship, and talk-
ing and doing provide the essential foundation. In talk about the here and now,
and in bringing the past to bear upon the here and how, language is growing its
roots in first hand cxperience. We need to use it throughout our lives to handle a
great deal of sccondary experience, other people’s experience put into words: un-
less our language has its roots in first hand experience, we shall be unable to get
to the truth of those sccond hand experiences. Moreover the spoken language
remains the “recruiting arca” for further linguistic resources. If you come to an
unfamiliar arca of experience about which you want to write—a problem, an
unprecedented event—then the chances are vou will talk before you write. In
other words, even as mature users of language we go to talk as a first stage when a

task achicves more than a certain degree of difficulty. In practical terms, then, all
that the children write, your response to what they write, their response to each
other, all this takes placo afloat upon a sca of talk. Talk is what provides the
links between you and them and what they have written, between what they
have written and each other.

Let me illustrate the central point I want te. put before vou by referring to
soanething we did with our own students in Lowdon this year. They come to us
from a wide range of different universities where zhey have spent three years tak-
inz a degree in English. And we have one very short year in which to help them
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turn themselves into English teachers.- We started the very first scssion this year
by having a display of all kinds of work written by last year's students, written by

“ourselves, written by children that last year’s students had taught. We had tape

recordings and records of folk songs going on at the same time while they walked
around the room. To most of them it was something of a shock. For three years
English has been their concern often in a very specialist way and they have a
feeling that what they have acquired constitutes their stock in trade, and all they
need to find out about in this year is how to dispense the merchandise. To sce this
mass of material which had no smack of literary criticism, literary scholarship, or
even, at first glance, literature, was quite difficult to take. I was dclighted when
one girl turned away and as she Icft said, “I sec what you are doing, you are turn-
ing the child’s language on his own world.” And that is the course in a nutshell.
Turning the child’s language on his own world: taking an operational view of
writing: the whole worlc of a child’s experience is there to be coped with.

I ought not to leave this topic without a word or two on the differences be-
tween talking and writing. That there are formal or stylistic differences is familiar
enough to all of us. Let me merely illustrate the point by reading a sentence from
a letter that Dr. Johnson wrote back from the Hebrides when he was on a holiday
there. In his letter he was using, I think you would agree, what is very close to the
spoken language. “When I was taken upstairs a dirty fellow bounced out of the
bed on which one of us was to lic.” He was complaining, of course, about lodging
house conditions in those days in Scotland. Later, when he published A Journey
to the Western Islands of Scotland, he included this version of the incident: “Out
of one of the couches on which we were to repose, there started up at our en-
trance a man black as a cyclops from the forge.” Well, you pays your money and
you takes your choicel

But it seems to me that the differences that exist between the process of
speaking and the process of writing arc more relevant to our concerns here. And
the most important of these lies in the fact that writing allows time for premedi&-
tion; there is a gap between the forging of the utterance and its reception. Be-
cause of this premeditation, because we can work on the writing until we are
satisfied with it, I think the shaping process in writing is a sharper one than it is
in talking,

What is important, therefore, at the elementary school stage is that children
should write about what matters to them. But also, because they are at the same
time forging human relations, and by analogy with what we find in the home
where infants so successfully learn to talk in an atmosphere of generous encour-
agement, we must add this proviso: that in their writing at the elementary school
stage children should write about what matters to them to someone who matters.
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I'will finish by giving one example of the shaping of experience in writirg.
This was done by a girl on the last day of her fourteenth year. She was goiug to
be fifteen the next day, and somebody said tc her, “You won’t be fourteen tomor-
row. You ought to write down what it’s like t> be fourteen.” She said, “Oh, 1 can’t,
there’s too much of me.” However, she did and this is a part of what she wrote.

Fourteen is an age in which one decides to become civilized and the
ancient, beautiful, secret, Pictish things have to be given up in favor of a more
sociable, sophisticated world where friends, people, and laughing are all im-
portant.® It's a change from the outdoor world to the indoor. I can remember
moments of such wonderfulness at the top of the sycamore and elm trees that I
don’t want to climb them again. I can’t go back. I don’t want to spoil the serious-
ness and the feeling that I'm not a modern girl but something that fits in com-
pletely with the wind and the crisp smell of the air and the pattern of the leaves
against the sun. I wouldn’t be able to feel that again. There’s only one thing that
still works and this is lighting a fire in the garden in the evening, preferably
twilight. Sunset used to be almost enchanted when I was nine or ten, now there’s
always part of me holding back and laughing at it.

When I was younger I could afford to be, and was, lonely. Now people and
friends, and people such as teachers with whom there is an unnatural sort of
relationship, are much more interesting and vital. You have to learn to put up
with one person’s obstinacy another’s silliness, etc., and still like them, and also
decide what sort of image of yourself you are going to project. I used to hope that
I would find some environment in which I would not have to cover some parts of
me up, but I now think that the only one is my Pict state when I am alone and
even that was influenced by what book I had just been reading. I know exactly
where I am at home, at school, which are the biggest divisions, and at guides and
so on. School is ten per cent learning, and ninety per cent being part of the intri-
cate, rarely mentioned and yet completely understood hierarchy which deter-
mines who is whose partner, who sits next to who, etc. This is constantly
changing and everyone follows the changes with interest, but otherwise it is like
a flexible caste system.

At the moment the set of friends I have at school is the principal one for
which almost everything is sacrificed, so although I would like a boyfriend for his
own sake, it would also mean that I would be looked on differently at school—
mainly, but not altogether favorably. We laugh at boy-mad girls, but approve of
boy-conscious ones, which you can always tell by looking at. It scares me to
think that while now a boyfriend would be an asset for the kind of girl I am
trying to make people think I am and want to be, in two year’s time it will be a

°I ought to explain that in England the Picts and the Scots used to come raiding over the
border and all kinds of things went on beyond the wall. The Pictish has come to have a sort.
of magical, mysterious aura to it. .

Q
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necessity. I don’t want to join the elite who band together to take refuge in the
“waste of time and daft” line, although they have just as much self respect and
they last quite a long time. I don’t know, because 1 don’t think I am that sort of
girl.

I am sorry this is all about school, but for the moment that’s how it works
out. Soon I shall have to have a lot more friends of both sexes outside school
which will be horrible to start off, because I am still shy, but I am growing
up at a frighteningly {ast rate and I want above all to enjoy myself while I am
still a teenager.

O
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As teachers we tend to think of writing in terms of the material we handle,
the product. I want instead to consider briefly the process of writing., Thinking of
writing as a process, the first thing we can say about it is that it is a lonely job.
When we write we must to some extent declare and reveal ourselves, and we
do so to an unseen listener. The closer the relationship we have with someone
and the more actively we call up that relationship to imagine him as the receiver
of what we give, the more easily shall we be able to undertake this lonely task.
A child who sits over the blank sheet of paper must often feel that he has to
push the boat out from the shore on his own and sink or swim. .

The second point I want to make about writing is the element of premedita-
tion. It is the gap between the generating of the utterance and its reception, its
delivery to some reader, that marks the main difference of writing from speaking,
I thisk this premeditation, this gap, may be used for two purposes, planning and
revision; and I want to say a word or two about those two processes.

Planning: It does not seem to me that-as we write we actually scan ahead to
make deliberate linguistic choices: I think we do scan ahead, but it is to make
choices among non-linguistic phenomena—among objects, ideas not yet in words,
relationships perceived or half perceived that we want to pursue. The process in
my view is best thought of as keeping the eye on the object, on the one hand, and
keeping the language flow going on the other. What is written takes its own shape
as we write. The best writing certainly has an organic shape which is a part of the
meaning the writer communicates. In other words, the shape expresses, and arises
from, the movement of the thought. Therefore, I believe in something I call
“shaping at the point of utterance.” I am encouraged to believe in that, incredible
though it may sound, by thinking back to Low in fact we learn language; how we
have used the spoken language habitually throughout the day from infancy on-

33
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wards. We improvisc, we push the boat out, we do not wait to know what we’re
going to say before we start saying it. Speech is an intimate part of our day to day
behavior. Language and cvents, language and people, language and things come
to us, in habitual behavior, inseparably together. For, as Edward Sapir points out,
language “is learned carly and piccemeal, in constant association with the colour
and the requircments of actual contexts.”! In other words we are accustomed from
early uscs of language to shaping at the point of utterance. To abandon that pro-
cess when it comes to writing and try to shape the utterance ahead in any sharp
way secms to me to reflect a misunderstanding of the way language works.

As part of a rescarch project we completed in London recently, for a year
we set monthly writing tasks to 500 sixteen-year-old boys and girls. The tasks were

" different, and aimed at producing a distinguishable kind of writiug. For one of

these, we wanted to give the writers’ imaginations as free a rein as possible. As a
stimulus that would, we hoped, be both powerful and yet open-ended, we printed
two- or three-line extracts from a number of poems. We asked the students to read
through the extracts, pick one of them they fancied and write anything they liked
about it. And then we added the sentence, “There’s no need to work out what you
arc going to say before you begin to write.” Somec of the teachers in the schools
who were cooperating with us thought this was really going a bit far. But in fact,
when at the end of the ycar we shuffled the scripts of the ten picces of writing
together and had them independently marked by nine judges, the best average
performance across all ten tasks was that of the writing on the poetry extracts, the
task in which we had given this particular instruction.

When I write, the premeditation that T am most conscious of is that of finding
a way in, getting a starting point. And after that, practically speaking, all I do in
the way of planning—and T've spoken to a good many pcople who would agree
with me—all I do in the way of planning is to use the margin of my rough clraft to
note down something which I know I want to bring in later, if I don’t yet know
where I want it to come in. If I sat down and planned my article ahead, I would
not be able to keep the plan, and T always suspect that were I to plan it and stick
to the plan, the final shape of the thing would be less well adapted to what I
wanted to say than the shape that comes out if I leave it to the point of utterance.

Of course, there are some exceptions. If you have a long article to write, on a
fairly familiar subject, something you have thought about a great deal and know
your way around, and you want to make sure that thesc already foreseen points
are given in logical order, then there will be some point in planning ahead. Even

1Edward Sapir, Culture, Language and Personality (Berkeley: University of California Press,
1961), p. 10.
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so, I would I\-cvp the p]anning to a minimum, to the skeleton, T have a nice
example of a letter written by a thirteen-vear-old girl to her ex-English-teacher
about her new teacher who Was getting them to plan all their essays before they
wrote them. She savs: “How does he expect us to do this? We plan it ence, and
then we write it, and that's planning it again,

Revision: Premeditation may also be used for the purpose of revision. \We
have tried the experiment of taking two picces of paper with a carbon between
them and 2 washed-out ballpoint pen and then writing in a situation in which we
can’t sce what we have written, (You can, of course, take the tvpewriter and turn
the ribbon to stencil and do it that way, although You may find the ink sti]] comes
off cnough to cheat.) This way of frustrating the premeditation does make a ma.
terial difference. In fact the process of writing as we normally practice it scemg
to be a kind of switchback. We continually read back to what we have just writ-
ten, and so get into the channel again in order to go forward and write the next
picce. This scems to be part revision, part phmning, at a level of fine detail. Per.
haps this constitutes the primary way in which writing differs from speaking, the
primary way in which we use the premeditation that cnters into writing. I am not
saying that there is not room for editing, going back to make what are usually
minor amendments and corrections, and I am sure children should be encouraged
to “view” their own work in this way. But I believe we can place too much im-
portance upon this part of the writing process. You may know the story of
Samuel Rogers. Samuel Rogers was an English poet who was the last of the
Augustans and fived far tan long, 50 long that he was a contemnporary of Words-
worth’s. At the time he was a very suceessful poct when Wordswortl] was hardly
recogrized as a poet at all. It is said that, when Samuel Rogers was a very old man
working on the revision of his long poem, “Italy,” in heroje couplets, he spent all
morning onc day upstairs working; and when he went down to lunch, somebody
said, “Have you had a good morning?” “Oh, ves,” said Rogers, “I've been busy.”
“What have you done?” 1 moved a comma from the middle of a line to the end
of it.” “Is that all you've done!” “Oh no, I moved it back again.”

I should like to refer t» one other aspect of the process of writing, the timing
of it. As has been said several times here already, an injunction, “Now we will all
write,” is not the ideal way of timing the writing process. In John Dixon’s Growth
through English, there js a little picce of writing about a kitten and a lorry. That
was a piece that I had from a teacher some years ago, and she told me the story
of how it happened. Her classroom Was so organized that, when they arrived in
the morning, the children could get on with whatever they wanted to do. On this
particular morning one girl, as soon as she arrived, found an easel with a lot of
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large sheets of paper on it, and drew a series of about eight or ten pictures. Under
each picture she wrote a caption and what you have in Growth through English
is the teacher’s copying down of those captions, put together to make a story. And
the story indicates bow this child dealt with the disturbing experience of seeing a
kitten run over by a lorry as she came to school. That was not something that she
could have done if she had had to get on with whatever the class was doing, and
then a couple of days later been told, “Now we'll all write.”

The sun is waving goodbye to you all.

C(m/‘/ﬁ’/ﬂé I8 -/)v\.,ﬂ:ci. Lo (L./‘ P T N R Y (‘i—~‘\ £
(_:tfj/u,//n-yl Al J/{“, ¢ ,[LL. T

And that is the end of my story about the kitten.?

Most writing of value and importance to the writer, unlike the example I
have just referred to, probably requires a preliminary period of “incubation” and
I think we should allow for this in setting assigaments. If we ask children to write
on demand, I think we are probably reaping what other pcople (or experiences)
have sown.

In our research project in England, we are looking for differences between
kinds of writing children do. Our first suggestion for classification deals with the
resources of writing. It seems likely we could classify writing on one dimension
by a series of Chinese boxes, each category containing what went before. The first
category, the earliest, will certainly be “written down speech.” That is to say, the
linguistic resources of the writing will be the resources gathered in the «urse of

2From John Dixon, Growth through English (Oxford University Press for the National As-
sociation for the Teaching of English, 1967), pp. 26-27. Reprinted by permission of the
publisher.
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spceech. And perhaps the carliest form of this will be written down dialogue, to be
followed at the next Ievel by written down monologue. I think this needs cx-
plaining. .

We have suggested that children learn to speak by listening to conversation
and beginning to speak in conversational terms, and discussed how they then learn
to use this social speech for another purpose (what has been called “speech for
oneself”). Speech of a social kind is, of course, dialogue: speech for onesclf is,
in its typical form, monologuc. I think we have enough evidence to feel that
written down dialogue is the earlicst (extended) form of writing that some chil-
dren do and that it tends to be a cul-de-sac.

This piece written by a ten-vear-old illustrates the point, I think, dramatical-
ly. Itis an account of a day’s outing with the family.

“Oh, Mummy, do you think it will be all right to go and watch Daddy?”
“Well, T shall want some shopping. It will be closing day tomorrow.”
“All right, T will go for you. But do you think he will come?”

“This afternoon Daddy will not bhe fishing then, will heP”

“No. Oh, HERE comes Robin.”

“Mummy, can he do the shopping.”

“Yes, Dear. He can do the shopping if you get the things we'll need. We
shall want the rugs, saddles, spades, buckets, and the dog’s leash. If you'll go and
do that, I'll get some sandwiches and cakes for tea on the beach. Goodness, it is
twelve o’clock and I must get dinner. Daddy will be home soon and 1 haven't
got any dinner for him. We can have some eggs and chips.”

“Robin, Robin.”

“Yes, Mum,” said Robin.

“Go and get some chips.”

“Can I take Choker? He'll go mad.” He was their puppy; he was brown
and had patches of white.

Everything except that last half statement there had to be carried on the
shoulders of dialogue, and what a cumbersome way it proves to be of trying to
teil the story of a day on the beach. The monologue, the running commentary is,
I believe, a really crucial stage in children’s linguistic development. If you are in
touch with any three-, four- or five-year-olds, watch for it and encourage it.
(James Moffett did some work on writing at Harvard, and has suggested that
a good way of getting elementarv school children started on writing might be
to get them to write running commentary, to say what is now going on.)

After the written down monologue, reading experience begins to affect
writing and here of course the nature of the child’s reading “input” is highly
important. The first written influence is likely to be that of children’s poems and
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stories. (Very young children who have not started reading or writing at all. but
get their parents or their teachers to write down the steries they tell will reflect
some of the forms of the written language that has been read to them. Obviously
“once upon a time” is not part of the spoken language; nor is “for” in the expres-
sion “for he had nowhere clse to go,” which I found in the story written down by
a mother of a very young child.) No doubt this carly influence of the written
language of storics and poems is in general derived partly from things heard read
rather than read.

It is difficult to make generalizations about the next stages: we may discover
some general trends but the picture looks pretty haphazard at thc moment. All
kinds of individual written models secem to operate. For instance in England we
have the Enid Blyton model. Enid Blyton writes cozy little family stories that
any child of cight or nine can well imitatc—and many of them do. (If they are
still doing it at eleven, as this boy was, it is becoming serious! “May we help you
with anything?” said Peter and I. “Certainly,” said uncle, “Would you like to fced
the chickens?” “Yes, please,” we chorused. “Here is the chicken food,” said uncle.
“You greedy birds!” said Peter.) Later on at fourteen or fifteen, Dylan Thomas
begins to attract imitators, particularly his prose, from his broadcast commen-
taries. It may not be very good Dylan Thomas that they write, but it all feeds
into the stream. They are extending their writing resources by temporarily taking
over somebody else’s, and in duc course they begin to use some of these resources,
not for Dylan Thomas’s purposes but for their own.

But the effect of reading upon writing is not usually the result of deliberate
imitation. As in their speech, children “absorb” a krowledge of the grammatical
system of the English language without ever having made that language explicit,
so they take in the same kind of awareness of the way the written language works.
As the influence of the written language increases, their progress in writing de-
pends more and more on the nature of the reading input. I think we have in this
country a crucial task ahead of us. Consider on the one hand the range of writing
tasks for which children need to prepare, and on the other hand the very limited
resources available to them as input—as for example in their scientific or ge-
ographical or historical studies. If your situation is at all like ours at home the
models of such writing to be found in school textbooks are very far from adequate.

Now to the second act of categories. These are not in the form of Chinese
boxes, but of a set of pigeonholes: every piece of writing will, we Lope, find its
right place in one of the pigeonholes in the set. We call this set the “sense of
audience” category There are four main categories: self as audience, teacher
as audience, a known audience, wider than the teacher, and an unknown audience.
But these four are subdivided so that we operate in fact with nine categories.
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We have collected writings by children of 11 to 18 years, in all subjccts
from schools all over England and Wales—2,200 scripts from about 65 schools.
We are still in the process of allocating these to “sense of audience” categories
and the figures shown in the accompanying table are therefore very tentative,
the results of a partial, experimental analysis.

Classification of Student Writings (Scripts) by Classroom Subjects
According to “Sense of Audience” Categories

Percentage of Scripts

Subjects
Religious  Foreign
Category English  History Geography Science Education Languages
(536 (183 (131 (21a (94 (47
scripts)  scripts)  seripts)  scripts)  scripts)  seripts)
1. Seclf as audience 0.3 1.7
2. Child to trusted adult 5.7 3.2
3a. Pupil to teacher (general) 49.6 12.7 13.3 10.3 45.5 23.6
3h. Pupil to specialist teacher 3.6 2.3 1.3 2.8 3.3
4. Pupil to examiner 23.4 738 80.6 81.8 347 57.7
5. Expert to layman 0.7 0.5
6. Child to peer group 1.1 1.2
7. Group member to working group 1.6 1.6
8. Writer to his audience 4.0 ’ 0.7 0.8 2.4
9. Unclassified 10.0 9.5 6.1 5.4 10.2 13.0
100.0 100.0 100.0 100.0 100.0 100.0

First, self as audiznce. This is difficult, because the sclf is always the first
audience if things are going at all well with a piece of writing, (It may occa-
sionally happen that we writc without including the self as a first, a monitoring
audience, but this is an indication that things have gone wrong.) And usually
there is a second audience, beyond the self: thus writing with the teacher as
audience usually mcans, as we have defined it, writing for the self and the
teacher. Our category “self as audience” means, therefore, writing which has no
audience but the sclf, and that proves to be a very small category. A few cases
come in it. If you are writing notes solely for your own use later, that is likely
to be “self as audience.” More interestingly, if you started to write something
with your teacher in mind as audience, something of a speculative and exploratory
nature, and you began to reach the limits of your ability to explore in writing, it
might become impossible to bear in mind anybody else but yourself. You might
continue, however, to explore at this difficult level. This would be an example of
“self as audience”—and we have in fact found a small number of picces of this
kind and put them into this category. There are no subdivisions of this catzgory
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’

of “self as audience,” so with the second category we move into the group of
categories under the general heading of “teacher.” But teacher in different roles.

Our category 2, we have called “child to trusted adult.” T suspect that this is a
role which in America vou by tradition have not rated very highly, The trusted
adult ercates an arca in which it is safe for the child to operate, And within that
arca the child operates as himself. This, it scems to me, is the convinnation of the
parents’ function. You know how cgocentrie the speech of very voung children is.
They speak from their own point of view. (Piaget denonstrated what he meant by
egocentric by reporting a conversation with a small boy, George: “Have vou a
brother, George?” “Yes, Michacl.” “Has Michacl a brother®” *No.™)

All mothers, many fathers, arc accustomed to leaning over backwards
order to understand the child’s cgocentric speech, to understand speech which
an ordinary listener would not understand because he doesn’t know the child’s
context. But if a child is speaking in a situation which vou have shared day
after Jay with him, then you know that context, and what he says from his
egocentric position will still be intelligible to vou although it would not be to
anybody else. This leaning over backwards is, of course, the tremendous en-
couragement that enabls children to make astonishing progress in learning to
speak. And the same, we believe, is true with writing. This leaning over back-
wards on the part of somebody to encourage vou to take the plunge enables a
great deal of writing to happen that would not happen otherwise. I do not sce
this relationship as something you can have with all the children in your class,
with most of them at some tinic or other, or with some of them fairly frequently.
One only hope: as children work through the school they may find this kind of
trusted adult relationship with some teacher or another at some stage.

And the third category—"pupil to teacher.” Let me distinguish this by con-
trasting it with the fourth category. Category 4 is “pupil to examiner.” This does
not mean a real examiner in an examination, somebody other than the teacher;
it means the teacher in the role of examiner. The distinction we have to make
then is between “pupil to teacher” and “pupil to ex caminer.” It is, I think, a basic
distinetion in the classroom situdtion. We have two roles to perform: one is to be
helpful and to teach, and the other is to make reports on progress, to be an
examiner. We need to keep these two roles distinct in our minds. The teaching
role is part of a dialogue. When the child writes for the teacher it is to expect
some comment back; it is in fact part of a chain of communication--semething
will come back from the teacher and something more may be expected from the:
pupil after that—part of a continuing dialogue. Teacher to examiner on the other

hand suggests an endpoint, a show-up, a verdict. However, a great deal of so-
called teaching consists in fact in leaping from test to test.
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What I have called “pupil to teacher” I must now rename “pupil to teacher,
gencral” for we have found we need to subdivide, to use that category (3A)
and a category 3B which is “pupil to specialist teacher.”

I think it is true in all classrooms that as children get to know a teacher and
the teacher’s particular interests, the relationship shown in their writing changes.
Where there are specialist teachers, and particularly in the older classes, it is the
teacher’s professional specialist interests—geography, or history, or biology—that
create closer links with the children who share this to a greater degree than the
average. They build a particularly closc relationship with this particular tcacher.
So again as in the “trusted adult” category, the child develops a relationship
with a particular teacher which has a strong personal element in it, a sense of
offering him something which will please him and interest him, a sensc of sharing
a fairly complex context which is not shared by everybody. And because this is
s0, the teacher tends to gather around him a number of children who form a kind
of class elite. Nobody wants clites, and nobody promotcs this elite, but it just docs
happen and it has its virtues. So a geography teacher may have a small number
of children, particularly as I say among the clder students, who have become the
clite in geography. And when any of them writes, he may well write with the
rest of the elite in mind as well as the teacher. '

Now to move into the wider known audience. The first of these, Category 5,
we have called “expert to laymen.” It is not a very frequently used category
but some good writing comes in it. The writer chooses his own subject because
it is something he is an expert in, and he takes trouble to explain his specialism,
his particular interest, to those who know less about it than he does.

Category 6-~"“child to peer group.” (I say “child” but, of course, as you move
up the age range, you have to change that to “adolescent.”) A good deal of this
sort of writing is to be found in form magazines and there it is often very banal
or facetious or pretentious. But one of the things that good teachers do, of course,
Is to make children more appreciative of the efforts of their fellows. Under the
teacher’s influence, then, this kind of writing becomes genuine communication
between equals, aimed at interesting and being approved by the rest of the class.
A good example of work in this category would be children reading their stories
to each other, and profiting from each other’s comments.

Category 7—"a group member to a working group.” This happens a great
deal where you have the students working in small groups. A piece of writing
in this category will be'a contribution to the joint effort, rather like a working
paper in a research team, but at a simpler level. And the teacher may well be an
indistinguishable member of this working group, one among the group of readers
for whom the writing is intended.
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Finally, category 8~"the writer to his audience.” ('This is in fact the fourth of
our main categories, “unknown audience,” since we have not subdivided this
one.) I think the category explains itself, though it is not always easy in practice
to assign scripts to it.

I think comparison of work in English with work in other subjects promises
to be interesting. Above all it does maintain a point we have often made, that we
have most hope fromn English teachers of spreading the gospel that language is a
means of learning. If children are not using the writing up of things they are
interested in, things they have found out, things they have read, but are asked
to write simply for the purpose of demonstrating whether they know something,
have read what they were assigned—in other words for a testing purpose—then
the value of language as an instrument of learning is being ignored. Let me give

" you one piece of writing. Most of the science writing, 82 percent in fact, came in
the examiner category; in other words, on the whole science teachers in England
are using language in order to find out whether you have done what you ought
to do and know what you ought to know. We did, however, find onc piece in an
experimental science programn which was very different and I thought you might
enjoy it. An eleven-year-old is writing about her experiment:

It is quite easy to make oxygen if you have the right equipment neces-
sary. You will need probably a test tube (a large one). a stand with some acid in
it. You will also need a Bunston bumer, of course yc: must not forget a (glass)
tank too. A thin test tube should fix neatly in is p:.ce. When you have done
that fill the glass tank and put the curved end upwa: is. Put the (glass) tank on
the table and fill with water. Very soon you will find thzt you have made oxygen
and glad of it. Potassium chlorate will give up their . <ygen when heated. ...

In fact I need 1ot give you the rest of it because it was the “glad of it” that I
wanted you to see. I think it is encouraging to find science teachers who are
aware of the linguistic steps by which you arrive at the objectivity, the imper-
“sonality, the public nature of a piece of scientific writing—aware of the need to
bring the child himself, with all his curiosity and his enthusiasm, along with it.

Now the last and most difficult of the sets of categories: classifying according
to function. How do you divide writing in accordance with the job it is doing?
We start from £ciward Sapir again. Sapir said that ordinary speech is “directly
expressive.” So I want to begin with a function category which we call “ex-
pressive.” This is what he says:
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t is because it is learned ey and piecemeal in constant association with
the color and the requircments of actual contexts that language is rarely a purely
referential organisation. Tt tends to be so only in scientific discourse and even
there it may be seriously doubted whether the ideal of pure reference is ever
attained by language. Ordinary speech is directly expressive and the purely for-
mal pattern of words, sounds, granmatical foriy, phrases und sentences are al-
ways thought of as compounded by intended or ummwdvd symbolisms of ex-
pression if they are to be understood fully from the stmdpmm ¢t behavior.®

In other words all-we say in ordinary speech is directly expressive. We are saying
things to cach other but we are alsr. sending out .slyml.s about the kind of pcoplc
we are. When in a relaxed and friendly mood we talk for the sake of talking,
we are in fact doing little more than clothe our thoughts and feelings, our
consciousness, in words. As we reveal the changing pattern of our consciousness
to owr friends, we reveal ourselves. Sapir savs clsewhere in this same essay:
“For a human being cvery experience is saturated with verbalism.” It is very casy
for this saturation to come to overflow point, and the overspill of this verbalism
is cxpressive speech. Putting it more simply, it is when T take my wife for
a ':.lrivc, and I drive :nd she talks. That is expressive talk. What she talks about
v be something trat happened before she left home, s'om-*thing that goces
e car window, some thmg she sees in the distunce, or some-d mn(f that mere ]y
Feat to mind. Such speech is very close to the person: it has. so to speak. not
gone very far from its origin in the person who utters it.
d.PlI‘ points out that expressive speech becomes referen.:it by a process
wllls ‘disassociaticn. ” In other words, it sheds some of its (‘ ments in order
1age into referential speech, And what it sheds are clei—v the uniquely
e ,..41 clements, the inessential and transient clements that Helong only to
-he here and now, references to our moods and feelings, all those things which
- part of the unigque experience as we individually experienee it, but are
nr--‘ mecessary to what we want to say. So Sapir has a bird with one wing; the
euimmssive speech is the matrix, the starting point, which may move into referen-
tii hnguage. We worked with the one-winged bird for quite a long time, and
then we decided to try a bird that could fly, a bird with two wings, We want
to suggest that there is a move also from expressive writing but in a different
direction, a move towards what we call “formal” or “poctic” writing. Expressive
writing is for us, then, the center point—still a kind of matrix, tending to be on
the move, cither to referential writing on the left, or to formal, poctic writing
on the right. But T must try now to make the terms mean something to you.

3 Sapir, Culture, Language and Personality, p. 10,
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Let me tell you somcthing that happened about a vear ago just as we got
to the stage in our thinking that T have outlined. I went out on a very sumy
day, just around the comer from where T work, and sat in Russel] Square, which
is one of these lovely, old residential squares in London now open to the pnblic.
The fountains were playing and the trees were looking very nice and so were
all the girls. I went and sat by the fountains. with a pencil and a pad of paper
on my knee—a way of thinking aloud. so to speak. And this is the first part of
what I wrote. (I wrote idly, and yvou have to imagine the scene to get into the
spirit of ii.)

An aspect of memory—shoring something against the ruin of time. When I
speak, it has a brief existence as part of what is shared hetween us. When T write,
it is there for someonc else to read or for me to come back to. Writing it is surely
a way of giving substance to what otherwise would be gone.

I have given you a little of the context that went into that scribbled  down
thought, but it still docs not mean very much to vou. It is a kind of writing that
would not mean much to somebody who had not shared the talking and think-
ing that led up to it. My collcagues would know what T was talking about;
anyonc coming in from clsewhere would not. So I next rewrote the fragment in
a form in which it might have appearcd in the official report on the rescarch
we are doing. This is how it tumed out when I did that.

Sapir defines expressive language alinost entirely in terms of speech. Can
the term be helpfully applied to writing? Is there a kind of writing, habitual
perhaps with some people, occasional with many, that is as it were, an aspect of
memory, a means of preserving hy formulation in lasting form? And if so, what
are its relations to expressive speech?

I have simply made it more explicit. supplyving parts of th: context which in
the previous version were taken for granted. And I have excluded little things
which might indicate my personal feelings about what T was doing, and where
['was and so on. Next, followin gmy own nosc, I wrotc this:

Wards on a page, an aspect of memory—
A shoring against the ruin of time—
Fragments.
Spoken, their living on would be bricf,
But a sharing

(Sharing against the ruin of time

the desert of isolation)
When T write them, they arc there
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And one of us, sooner or later,
Though perhaps alone, will read them,

What has happened here I think I would call a heightening of the implicit.
I can’t say “making it morc implicit,” because that would suggest that it be-
came less accessible to the reader. But this seems to be moving from the per-
sonal, from the expressive, (which might well be inaceessible to a stranger)
nearer to wrat is in fact a public form of wtterance. We are accustomed to
reading poete language and making responses to it. So what has happencd I
think is an extension of, and a focusing upon. the implicit clements. Certainly
there seems to be more emphasis upon the mmod, the feelings. But perhaps the
most noticeable difference between this and the first version lies in the attention
paid to sour:is (as distinct from sense). Thus, the sound of the word “shoring”
is allowed t suggest a line of thought: more specifically it suggests a similar
word “sharing,” and when the word “sharing” comes into mind its mcaning is
taken up and uscd,

It is not my intention to suggest that every piece of writing must start as
expressive in order to become in the end either formal, poetic or on the other
hand referenial. What I do suggest is that this is :am important sequence in an
individual’s development: that the -arliest form of writing ability will be the
ability to write the cxpressive ferm and as arogress comes, we shall see
children moving more and more towards one o other, and eventually towards
both the ot? :r wings. I think the most difficuir job we have on hand is to
establish th two wings as distinct from cach oer, It seems right to suppose
that under pressures of one kind, the expressive ‘changes, in the way Sapir
described, towards the communicative, the referential (the language of inform-
ing, explaining and other ways of cooperating) and under pressures of another
kind moves towards the formal, the poetic—a kind of public utterance, but not
communicative, not informing people, not participant language. On the two wings
then we have language in the role of participant and language in the role of
Spectator. o

There is no doubt at all we need this complexity in order to use the
l)articipant/spectator distinction in any practical way; the other was too simple.
Let me try to illustrate another way in which the two poles may be distinguished.
If you ge and collect shells on the beach and bring them back home and
arrange them, then you may do so in two quitc different ways. You may be a
biologist, and you may arrange them in a sort of museum showcase in order
to illustrate the relationships between the various species of things you have
found. And if I was a better biologist than you, I might come along and say,
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“You've got thiat wrong” On the other hand, you may be doing somcthing
quite different. You may arrange the shells on the mantelpicee, or on a window .
ledge in order to make something that please-  ou. That too would be an arrange-
ment, not a haphazard display. If I come along now, I can't say “You've got
that wrong,” I might say “T don't like it,” but I can't say to you, “You don't
like it.” In other words, you are arranging them this time in a way to please
yourself. And when you are doing that, it is not the truth of the thing that
matters. but the pleasing appearance of it. The stress is upon the form, the
shape, the pattern, the relationships in space, and so on. This scems to me to be
one way of differentiating the rcferential (which is to arrange things as they
ought to be in accordance with the facts, in order to participate in the world’s
work) from the poetic, which is to stress the forms and to produce a coherent
arrarrgement which satisfies the maker.

‘ne last point about this distinction. We found help from Valery, the French
poet. writing about the nature of discoursc. He makes a distinction based on
the way we respond to i picee of writing, the wav we relate it to the rest of
our knowledge and experience of the world. On the one hand, when we read a
discursive piece of writing, or, in the terms of our function categories a piece of
referential writing, any small part, any segment of it may be of importance
and relevance to our affairs. We may respond to or make use of this segment
in isolaticn, or one item here and another there. That is to say, the way we
“contextualize” the writing is, or may be, bv fragments, But poetic writing, or
literature, is constructed to resist this kind of piccemeal use. Its segments are
related to each other to make a unity, and it is the whole that a reader con-
textualizes, or rclates to. Coleridge made a familiar point when he called
literature “esemplastic,” all of one piece.

We intend to use five categories at this level because we want to see how
children’s writing develops from the expressive towards the poles. So we have
“expressive” in the center, “referential” and “formal or poetic” as the two poles,
and two transitional categorics between the eentre and the two poles. Now we
have on our hands the problem of subdividing the communicative and the poctic.
It is not too difficult on the referential side perhaps—the linguistic philosophers
have a good deal to say about the processes of stating, informing, persuading,
cxplaining and so on. But how to subdivide on the poctic end of the scale
remains at the moment a problem.

I want to finish by offering two examples. They are writings that we suggest
should be placed in the transitional catcgorics. It scems likely that most writing
by children up to eleven or twelve will cither be in the expressive category
or be moving out from the expressive towards the other categories, rather than
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arriving there. T think arrival at the referential categorv wll not on the whole
happen until the very Jast stages of the clementary school. The following seems
to me to be an example of writing in the transitional categr=+ between expressive
and referential writing.

Hov . “irerep My Watkn Soucp rons

When we were dow: at Mr. Haris's farm 1 bronght some water from the
brook back with me. I tcei some from a shallow place by the oak tree, and some
from a deep place by the walnut tree. T got the specimens by placing a jar in
the brook and let the water run into it. Then I brought them back to school to
filter . ..

And ther. he tells exactly what he did and finishes:

The experiment that I did shows that where :1:c water-was deeper and was
not running fast there was a lot more silt suspended us little particles in the water.
You could see this by looking at the filter paper, where the water was shallow
and fast there was less dirt suspended in it.

That is getting quite a way towards the referenti-l towards telling any-
body who wants to know how the writer went about s experiment. But he
says it was Mr. Harris's farm, and the shallow place was by the oak tree and
the deep place was Dy the walnut tree: it was an oak tree and- it was a walnut
trec, and this was important to him because hc was there and he knows.
But this part of his writing is dirccted towards a system different from the referen-
tial. Features that T would call expressive have not yet been shed in the transi-
tional stage of moving towards the referential.

This last picce of work by a seven-vear-old girl represents, I think, a transi-
tion much more difficult to demonstrate: that between expressive and poetic. You
will no doubt be familiar with the cataloging these voung children produce in
their writing—lists of things they saw or did or cven ate, sometimes! But I think
as this child was writing her catalog, the actual sounds, the form of the sounds
of the words, caught her faney and became an influence upon what she was
writing. And that scems to me to be the only way I can now tentatively suggest
how the change is made from the expressive in this dircction of the poctic.

Class 1 had Monday off and Tuesday: off and all the other classes harl Mon-
day and Tuesday off and we played hide-and-seek and my big sister hid her eyes
and canted up to ten and me and my brother had to hide and I went behind
the Dust-bin and I was thinking about the summer and the butter-cups and
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Daisies all those things and fresh grass and violets and roses and lavender an
the twinkling sea and the star in the night and the black sky and the maom
(Sally Fryvnn

As T have said, I think most of the work written in the clementary schoc:
will be in the expressive and the transitional categories. T want now to sugaes-
that it would be dangerous to trv to foreshorten that development. If - ou
try to make a short-cut it will probably end by being a shoit circuit. You caniat
I believe, teach the referential, the expository, as such: it has to be arrived .
it scems to me, by the shedding of certain aspects of the expressive. The sheddin-
process is highly intricate: it is as though there existed a delicately adjust=:
threshold which allows the integritv and individuality of the writer to mov.-
through into the writing vet leaves the finished product objective, referentin:.
By short circuiting the process, I believe we produce the form of expositor
writing without the vigour, the personality, of a writer—a linguistic tool whic:
will have very limited uses indeed.

Standards of acceptability are of conrse important and it is important thi
the children know that we care about the conventions of written form. It -
also important that we should exercise patience with regard to expecting then.
The children should know these standards are not the thing we mainly car
about. That language should in fact do justice to experience is a much more
important standard.
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Bhe Students Writing

We cannot receive what is too unexpected, for éxpectations are the hase
upon which what we find must be built. T can illustrate this hest in reference
to the process of reading. We have come to understand reading as an active
process, with a kind of monologue of response going on all the time as we read.
We uppr()ach the hook (or the letter or the magazine article) with certain
expectations already active. The children vou teach apploach anything vou bring
to them with expectations very much based on what thev think of vou, and
what they have found vour offerings to vield to them on previous occasions,
So cvery picee of reading is approachvd with certain expectations. As we read,
these expectations are heing modified—indeed our modificd expectations about
the world at the end of the reading constitute in a very general sense the
“meaning” of what we have read. If such a deseription is not to be nonsense,
however, we have to use the word “modified” to cover a whole range of pro-
cesses. Expectations about a book aroused in me by its title may he sharply
modified—contradicted almost—by what I read in the first line of the text.

To read a book is, in this sense, like any other encounter with the world,
All living consists in the generation of expectations, the modification of those
expectations in the light of what aztually happens, and the reformed expecta-
tions when the experience is over. I’m]mps we need an clectronic model for
behavior. T don’t know whether vou know anvthing about radio-communications
—nor do I know whether my experience of it, which is twenty-five years old
now, is entirely out of date. Certainly when I was last concerned with such
things, one of the basic forms of radio communication was that by which a
powerful carrier wave was transmitted from the receiving station, and a quite
weak wave which bore the message modulated that carrier wave, and so the
message was received by the receiving station. No transmission meant no
modulations and no message. Living is like that: we generate expectations and

49
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what the world indicates to our scnscs has meaning for us insofar as it modifies
those expectations. . '

At this point I want to bring to your notice the work of George Kelly, the late
psychologist from Ohio, who wrote a book called Theory of Personality- The
Psychology of Personal Constructs. His scems to me to be the ideal educat’onal
psychology, and is very unlike most current educational psychology. In i1ct,
George Kelly calls those psychologies the “push and pull,” or the needs and drives
psychologics, whereas he takes a human and not a mechanical model for man.
For him, man is cssentially “the scientist.” He says how he began thinking this
way—how, as a psychiatrist, he was secing patients at one time in the day and
seeing doctoral students with their psychological theses at another time in the
day, and how it struck him that the problems of the doctoral student framing a
piece of research “vere of the same essential nature as the behavioral problems of
people who come to see psychiatrists. In other words, man is above all a creature
who predicts, who generates hypotheses about experience, puts them to the test
in reality, and then modifies his hypotheses in the light of what reality docs to him.
So for him man is a predictor, a scientist. And if you regard all behavior in these
terms, it must follow, as George Kelly claims, that living and learning are so much
the same kind of process—that ve no longer nced a special psychology of learning;
we can afford as he puts it to “kick learning upstairs.”

Human behavior as a wholc is to be explained in psychological terms which
are the terms in which you would want to describe lcarning behavior. The point
I want to pick up particularly from Kelly is that we predict in the light of past
experience. In other words in the light of what experience has shown us, we
create a template (to usc his image) which we place over the world, trying it out
for fit and modifying it as far as we are able where the fit is bad. But if there is no
model, no template, then we have no means of coming to grips with what is there
at all. A bad template is better than none at all. The template stands, of course,
for what we have called “expectations,” a framework of expectations. We don’t
want an expectation, because that would mean far too rigid an approach to
reality. I think people have gone to occasions of this sort in the past and come
away utterly disappointed becausc they went with an overriding expectation and
that expectation was not fulfilled. What we need is a sheaf of expectations, mul-
tiple expectations flexibly held, to which we may hope to match the experience
that comes to us, and in matching it we can hope to give meaning to what does
happen.

I am reminded that when George Miller came to lecture in London a few
years ago he entertained a somewhat similar speculation in a particular context.
He said it might well turn out to be that when.we listen to somebody else speak-
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ing, or when we read in a book, we are able to take in the syntax of the sentences
spoken or read because we are oursclves generating alternative possible sentence
structures and matching them with what is said. If this proves to be true, it will
illustrate in a highly specific kind of behavior our carrier-wave model for behavior
in general.

I want now to try and apply this notion about a framework of expectation to
explain some of the uses we have for language. Emst Cassirer, a German philoso-
pher who wrote latterly in America, suggested in his Essay on Man that, of all the
creatures, man is the onc who responds most slowly to his environment; and that
this is so because he responds less directly. All other creatures, he says, have their
receptor systeins by which they receive messages from the world, and their ef-
fector nervous systems by which they respond to the messages, and these are
directly linked. When we reach the level of man, however, we find a third system,
shunted, as it were, across the other two. And that third system is a “symbolic” or
a “representative” system. So that man by his receptor system receives signals from
the outside world, translates them into symbols and responds ir .he light of his
symbolization. For that reason, says Cassirer, we ought not any longer tc speak of
man as animal rationale, because to reason is only one of the many things that
man is able to do. But symbolmng represents all the more civilized aspects of
man’s behavior. Man’s culture is a collection of ways of symbolizing. So to call
man animal rationale is to speak of only one of the functions that essentially de-
fine man; one should speak of him as animal symbolicum.

Putting this very crudely and simply, the point is that we represent reality to
ourselves. What is happening, has happened and is gone; the representation stays
on. The representation has duration in time in a way events do not. It is from the
representation, therefore, that man builds up for himself a retrospect; and the
retrospect, when you tum it the other way around and make it a body of expecta-
tions for what the future may contain, becomes a prospect. We have already
looked at the “naming game” and suggested that this may be seen as a way in
which the young child calls into existence the objects of his immediate environ-
ment. The world that is finally called into existence by linguistic and other ways
- of representing or symbolizing it is a world which stays there when the child
goes to sleep, or when he moves away somewhere else. Yeats, you may remember,
has a line, “Nor dread nor hope attend a dying animal.” Hope and dread belong to
a creature with a sense of past and future, and man in representing his world
achieves this sense.

“A representation of the world”—can we come any nearer to knowing what
this formula means? If you draw a chair you make a representation of that object;
if you draw a map you make a representation of a geographical area; that is simple
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enough. But if you hear a snatch of a familiar tune, then somehow vou must have
been carrving around with yvou a representation of sounds vou had heard pre-
viously; if vou catch sight of a familiar face in a crowd, somchow vou must have
carricd around with you a representation of a face vou have seen in the past. I
think those two pairs of c\ampl"s span the senses of © rol)n'wntatlon that we need
to take into account when we claim that we respond to the world via a represen-
tation of the world constructed from past experience.

If T construct a map of a district I am visiting, I am recording my experiences
in C\'ploring that district. You might put it another way, however, and say that I
am organizing my expectations with regard to this district when next T come to
visit it, expectations by means of which T shall travel intelligently in it. Now if you
make this image even cruder and suppose that the map is inside my mind, that
I carry it around with me all the time and modify it in the light of every new
journey in the area, then you have a (perhaps misleadingly) simple picture of
what is meant by the theory of svmbolizing, the theory of representation.

My representation of the world iffers from vours, not only because ex-
perience uses us differently, the \vorld usf.s us dlﬁerently, but also because my
way of representing what happens to us is different from your way. We are
neither of us cameras, although we operate in part as cameras because we draw
in onto this screen from the outside world a representation of what is out there.
But at the same time, we project on the sereen, each from our own inner world, our
own needs, desires, emotions. So the picture on my screen is the resultant of what
I have drawn in from the outside world and what I have projected from my own
inner needs, and it is for this reason that my representation differs from yours
even in relation to experiences we have had in common. (Any distinction between
practical writing, which deals with reality, and the other kind of writing which
deals with internal data must, it seems to me, be made in the light of these
complications if we are not to oversimplify it.) You may remember in the story
of Kon Tiki that the party had a frightening encounter one evening with some
snakes in the garden of a place they visited. Later that evening, we are told, they
were sitting indoors by lamplight and they mistook the giant shadow of a
scorpion on the wall for the shadow of a giant scorpion. In other words their
picture of the world at that moment was one which was heavily affectec Ly their
own feelings derived from the previous experience. (Projection was in the
ascendancy over introjection, to put the matter in as ugly a way as possible! )

Because representation lasts in time in a way that events do not, we are able
to work upon the representation after the events are over. And not only are we
ourselves, but other people are also able to work upon it. By working upon the
representation, I mean that we improvise upon our experience of the world; and
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we may improvise freely, with very little concern for what the real world is like, as
we do in our davdreams. e become, in our daydreams, rich, beautiful success-
ful people, and all this may be highly unlikely, but it is one kind of improvisation
and it is derived, clearly, from the raw material of our own actual cxperiences.
On the other hand, we may improvise with a very close eye upon what life is
really like and our improvisation will be more evidently something to do with
predicting, with expectations about the real world. The small child who likes to
think the carth might all be made of paper and the sea might all be ink is im-
provising upon the world he knows without much concern for what is really there.
On the other hand, if T were taking over a job from somebody and asking ques-
tions about what is likely to happen, I should be improvising upon my past ex-
perience with a very close eye on the predictive value of my representation of it
In the daydreaming, it is projection that is in the ascendaney; in planning my
course of action in a new job, it is introjection, the drawing in from the actual
world, that is dominant. And all shades of possibilities between these two ex-
tremes take place in our improvising upon our representations of the world.

Martin Buber, the Jewish educationist, came to London many years ago, and
gave us a lecture I have never forgotten. Onc of the things he said then was,
“Experience comes to man ‘as I,” but it is by experience ‘as we’ that he builds the
common world in which he lives.” We cach build our own representation of the
world, but greatly affect each other’s representatioi, so that much of what we
build is built in common. As teachers we arc concerned with experience that
comes to the child “as I”; I think we arc even more concerned with experience
that comes to the child “3s we,” and from which the common world is built. Part
of our difficulties in school and in society are due to the fact that “the common
world” as it is built up in different communities i very far from common in a mure
general sense.

Experience comes to the small boy “as I,” but what he makes of it is very
much affected by what his mother says, when he tells her all about it. As he does
so, he is structuring his own experience, he is working upon his representation of
the world, but what she says about it is also built into his representation and con-
siderably affects the shape that he gives to experience. )

That has brought me once again directly into the area of language, language
not now primarily for communication, but primarily “for oneself.” Edward Sapir,
the father of American linguistics, whose wisdom we seem continually to have to
go back to after all these years, had this to say: “The primary function of language
is generally said to be communication.” But he demurs and goes on to suggest: “It
is best to admit that language is primarily a vocal actualization of the tendency to

PORSRES EFE JIE T R L B un—
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hoe handling of this clement, but by the reduction of experience to familiar form.”
He is saying then, as Cassirer did, that we do not handle reality directly ad hoc,
we handle it via a representation. And language is onc way of representing, one
way of making th¢ map 1 was referring to. It is nevertheless a key way, because
it is the means of introducing organization into all the other ways. It becomes, as
it were, the organizing principle by which they interrelate and form a corpus.
Language is able to do this on account of its own highly complex internal struc-
wure.

We have already looked at the use of language to classify objects and
other items of experience, and in doing so we were considering an aspect of
“synonymity,” the rclation between items substitutable for each other. But syn-
onymity is only one of the dimensions which form part of the complex organi-
zation of language. Oppositeness is another relationship that is systematically
built into language. A child may discover that something that seems wide in
one situation will tend to seem narrow in another situation, and then he comes
to learn that even the narrowest thing has width; and similarly even the lightest
thing has weight. He can ask you, “How heavy is yout bag?” when it is ob-
viously very light, or, “How old is the kitten?” when obviously the kitten is
very young. In other words, there is built into the English language a way of
dealing with the complicated nature of bi-polar oppositeness, and this provides
us with a means of coping with the relationship in actuality. There are relation-
ships of sequence and consequence systematically built into language. But per-
haps the most generally useful relationship in language is that of hierarchy.
A small child will at first use “flower” and “daisy” as though they were alterna-
tive names for the same object. But after a time he learns that he can say
some things about buttercups and dJaisies by using the name “Hower.” T e
same way, “dog” and “animal” may at first be terms at the same hierar .cal
level. But in due course he learns that it is a silly question to ask, “What kind
of a tail has an animal? (And later stil! that it is also a silly question to ask,
“What kind of a tail has a dog?”)

Hierarchy is the linguistic dimension by means of which we make higher
order generalizations and abstractions. When you and [ talk about “intelligence”
or “delinquency,” we are using a very high degree of abstraction, and we do
so with safety only so long as we are able, if need be, to recover the concrete
realities upon which the abstractions are built. That is to say, we must be able
in our thinking to refer these words back to the level of neople behaving in this

1Edward Sapir, Culture, Language and Forsonality (Berkeley: University of California Press,
1949), pp. 14-15.
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way and that way. Children may parrot abstract words long before they are
able to arrive at the abstractions. Their ability to move back and forth between
the absuactic  and the concrete data is what significs their mastery of the
abstract concept. Complicated relationships enter into the grammatical structure
of language, relationships between subjects and verbs and objects, between
words of the adjective kind, words of the noun kind, and so on—all of which
are ways of constructing a grid that we place upon the confusion and flux’
of experience. Language thus plays an important part in the process George
Kelly described of forging from past experience the template by which we
apprehend the present.

We must go on now to consider how we apply this grid to experience. I
want to begin by referring to Helen Keller. You may remember that Helen
Keller lost powers of sight and hearing at a very very early age, so that she
was, from almost infancy, blind and deaf and dumb. They tricd very hard to
teach her language, spelling words to her by touch. And they went about it
by trying to get her to use this language to ask for what she wanted. This
led to a long and disappointing phase of failure. And then onc day, to use
Helen Keller’s own words about her teacher:

She brought me my hat, and I knew I was going out into the warm sunshine.
This thought, if a wordless sensation may be called a thought, made me hop and
skip with pleasure.

We walked down the path to the well-house, attracted by the fragrance
of the honeysuckle with which it was covered. Someone was drawing water and
my teacher placec. my hand under the spout. As the cool stream gushed over one
hand she spelled into the other the word water, first slowly, then rapidly. X
stood still, my whole attention fixed upon the motions of her fingers. Suddenly I
felt a misty consciousness as of something forgotten—a thrill of returning
thought; ana somehow the mystery of language was revealed to me. ¥ knew then
that “w-a-t-e-r” meant the wonderful, cool something that was flowing over my
hand. That living word awakened my soul, gave it light, hope, joy, set it free!
There were barriers still, it is true, but barriers that could in time be swept away.

I left the well-house eager to learn. Everything had a name, and sach name
gave birth to a new thought. As we returned to the house every object which I
touched seemed to.quiver with life. That was because I saw everything with the
strange, new sight that had come to me.2

The “strange new sight” is that she is now able to represent everything because
language is giving her the symbols with which to represent it. What was

2Helen Keller, The Story of My Life (New York: Doubleday & Company, Inc., 1954), pp. 23-24.
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indefinite and remote is brought into focus: and the process is cumulative,
since what was brought into focus vesterday remains to form a context for
today’s discoveries.

We talk and we write about experience then, in order to shape it and
incorporate it into the body of our past experiences. Joseph Church, the American
child development psychologist, gives a simple example. The moming after the
big event, he says—the ball, or the big dance, or whatever it is—all the telephone
lines are booked because the adolescents and the matrons arc telephoning each
other in order to chew over the events of the big event and so “add it to the
corpus of their experience.” He doesn’t say what the men are doing—probably
sleeping it off behind their desks.

What is organized is far more than words. What is organized is the fabric
of experience as we represent it to ourselves in sight and sound, in emotional
colour, and so on. What is organized is far more than words, but words pro-
vide the means by which we organize it. It often happens that as we try to
recall an event, to revive some vague memory, we find ourselves searching for
a word, the name of a place or a person perhaps. And with the word, when we
have found it, the whole thing comes o focus. It is as though language were the
Ariadne’s thread by which we penetrate the maze.

It is no less than a representation of the world as wec have experienced it,
this verbally organized corpus of experience. The process sounds rather like
rolling a snowball in the snow. But it is not so simple as that: with the snowball,
you just go on adding more snow. But every new experience you meet will
require some adjustment to what was already there. This is a point I must

" return to.

Linguists distinguish two kinds of speech and I want to dismiss one of
them in order to talk about the other one. This first kind is zpeech so closely
interwoven with behavior that speech and action are interchangeable. For exam-
ple, you may go into a shop and the shopkeeper may come up to you and say,
“May I help you?” or he may merely stand there looking expectant. You may
pick up a bar of chocolate and hand it to him, or you may say, “Tll take this
please.” Or you may say, “Have you a half pound block?” and if you do, he
might say, “I'm sorry, I havent,” or he might say, “Yes, I think so,” or he
might simply give it to you. In other words, action, or speech, or speech
with action represent interchangeable units in that string of behavior. Or, to
give a different kind of example, if you have a bulky parcel to get through
the door, you may manipulate the door somehow or you may use language to
keep the door open by somebody else’s agency. I must point out in passing
that in using speech of this kind—speech interchangeable with action—we are
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making usc of language to structure experience. We are adding to our picture
of the world in that sort of situation as we go along, in the course of inter-
acting. But it is the other kind of speech that T want particularly to consider.
This is the kind that the linguists have rather unkindly called “displaced speech.”
It is displaced because it is no longer speech and action as part of one behavior
sequence, but speech which we use to go back and report upon events, describe
events, record events, refer to cvents. Evervthing is in specch now. Things
that happened and things that were said are all now put into words as our
report upon the happcning. From my point of view, this is a key role for
language, a key role in connection with the construction of a corpus of expe-
rience or a body of expectations. We do habitually use language to go back
over events in order to make something of them, to “process” them a second
time, as it were.

Now, I may go back over experiences for diffezent reasons. I may start
telling you a long story of what has happened to me in order to work up to

- the point of asking if 1 can raisc a loan with you. In this case, I am pursuing my

own cnds. Since my affairs are a part of the world’s affairs, I am participating
in the world’s affairs. Or I muy go back over my own experiences in order to
enjoy them again, and to invite vou to cnjoy them with me. I am not then
grinding any axes, I haven’t any irons in the fire, I am not pursuing any practi-
cal ends; I am no longer participating in the world’s affairs. I am in the role,
not of participant, but of spectator.

Let me try and put this more clearly. Imagine a party, and the party is
over. You sit around talking about what happened at the party in order to try
and identify which of your guests it could have been who left a piece of
jewe'ry in the back of the arm chair. Now this is helpful of you; you are being
useful and helpful. You are taking part in the world’s affairs, in the broadest
possible sense. You are trying to get something done. But I imagine the con-
versation will very soon drift into another vein, and you will find yvourselves dis-
cussing the behavior of your guests, not in order to be helpful, but in order is
enjoy their behavior in a way you could not enjoy it while they were still be-
having. You enter into and savor the events of the party in a way you could not do
when vou were a part of and participating in the party. That then is what I mean
by being in the role of spectator. You are no longer doing something helpful, just
something very enjoyable. You are going back over events in order to enjoy them
after they are over.

Let me make a very fine point by way of illustration. It may uot be of
any help; on the other hand it may. I once saw a book which a six-year-old
boy in an infant school had drawn in. He had taken a piece of brown chalk



O

ERIC

Aruitoxt provided by Eic:

38 Explorations in Childrer’'s Writing

and scribbled very boldly over the page and on it he had written,

Exploring the rocks
a place called Cromer
I knocked the loose lumps of mud.

(Cromer is a seaside holiday place. )

The teacher liked that, but she liked it even better when with a red pencil
she had made it: “Exploring the rocks at a place called Cromer (e¢omma) 1
knocked the loose lumps of mud.” My very finc point is this: I want to suggest
that she had turned what was intended te be language in the role of spectator
into language in the role of participant. In other words, what the boy was
doing with his language was just what he was doing with his chalk; going back
over his experience in words in order to gloat over it, to enjoy it again. And
his intention as far as the teacher was concerned was that he should offer it to
her and invite her to enjoy it with him. What she had donc was to tum it into a
situation where a boy informs a teacher of something that has happened.
“Informing” is onc of the useful things that we do for each other. It is a part
of the world’s work and to inform somconc is to be a participant,

. We may take up the role of spcctator for the mere cnjoyment of doing so.
It is this role we are in when we, improvise upon our picture of the world
in our daydreaming or when, as the girl of fourteen was doing when she sur-
veyed what it was like to be fourtcen, we coniemplate the future in a more
sober fashion. As we speculate around other people’s experiences in the role of
spectator, we extend our picturc of the world by rearranging the raw materials
in the shape of somebody else’s experience, and in this way we can become
experienced in situations and events that we have no first-hand cxperience of.
We do this for pleasure, for fun—which is another way of saying that we do it
because we never ccase to long for more lives than the one we have. As parti-
cipants we only have one life; as spectators, an infinite number is open to us.

But we take up this role also for other reasons. We do it from need. I
think I can illustrate this best with reference to the way young children im-
provise upon experience in their make-believe games. Jean Piaget has pointed
out that make-believe games are at a peak in the period of a child’s develop-
ment when his exploring of the world is at its most active. He does not yet
know from experience what are the limits of experience and therefore much
that is in his picture of the woild is tentative and subject to frequent modi-
fication in the light of further experiences. His picture of the world as it is and
as it seems to him has a good deal of the “seems” and rather less of the “is.” It is
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for this purpose, Piaget suggests, that make-believe games occupy a good deal
of his time. (He does not suggest that all make-believe games have this function,
but that some du, sometimes.) He tells the story of a small girl who went into
the kitchen and saw a trussed duck on the kitchen table, and wa .aken aback
by the rather usly looking creature. A day or two later Piaget saw her lying
m the sofa with her knecs crooked up and her arms stuck out, and Piaget
said to her, “What’s the matter, do vou have a pain?” And the girl said, “No,
Tm the dew! wuck” And no doubt she was very much enjoving being the
dead duck.? Piaget iells the story elsewhere of his small boy, who had taken his
walking stick and hidden it. Piaget wanted it, and was cross with the boy.
Again, after a day or two, he saw the boy re-enacting the whole scene, playing
both parts—the father and the son—and on this occasion all was sweetness and
light and no hard words were said. The experience jtself had been unexpected,
because the child had not up to then built o world in which fathers could be
so cross. The picture had to be modified to allow for this sort of event.” There
arc two things we can do with experiences that are too uncxpected for us to
adjust to in our stride: we can drop them altogether, can exclude them from
our picture of the world. (And we then go on living in a world whizh is to that
degred” untrue to the experiences we have had of it.) Or, and this is what one
hopes v-e do, we can go back over the experiences and try to come to terms
with them. The child in the case I have quoted was not dropping the experience,
but going back over it and getting as near to it as at that stage he could. The
make-believe play involves words of course, but here we are concerned more
directly with the fact that we can go back over experiences simply by talking
or writing about them in order to come to terms with recalcitrant clements in
them.

In most expericnces, then, we have our expectations, we undergo the ex-
periences, we modify our expectations in the light of what happens, and we do
all this in our stride. But if an experience is too unlike our expectations then
we may not be able to do that. We participate as best we can, because events
don’t wait for us, but in the end we arc left in a state of mental indigestion
and we need to go back over the experience to symbolize, represent, improvise
upon the representation in order to come to terms with it. This is to take up
the role of spectator oui of nced rather than for simple enjoyment.

Let me show you one or two examples of children writing in the role of
spectator—for fun, for need, for either. Here is a piece by Patricia, aged nine.

3Jean Piaget, Play, Dreams and Imitation in Childhood, irans. C. Gattegnn and F. M, Hodgson
(London: Heinemann, 1951} pp. 133-134.
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' A Snowy Day

Once npon a time there was a veiy old cottage and in it there lived a very

2 aleens apmered Do Z &W

W&n«w,

and the man Hooded the other room cut with tears.?

An improvisation upon her experience of people and houses and weather; and 1
imagine the main reason was just to hav. « dig at these grownups, whn can be so
odd at times. Another girl, Amanda, aged six and a half:

There was a child of a witch who was ugly. He had pointed ears, thin legs
and was born in a cave. He flew in the air holding on nothing just playing
games. When he saw ordinary boys and gitls, he hit them with his broomstick.
A cat came along, He arched his back at the girls and boys and made them run
away. When they’d gone far, far away, the cat mcowed suftly at the witch child.
The cat loved the child. The child loved the cat. The cat was the onlee thing
the child loved in the world.

(Amanda Brown)

For fun? From need? Mercifully, we rarely know the answer to that ques-
fion with any certainty. I would hazard a guess that what Amanda describes is at
heart her own situation in some way or another; and that she is able to say more
about it in terms of witches and cats than she could do in any more direct terms.
My iast example was written by an eleven-year-old girl:

1Patricia Byrne, “A Snowy Day,” in Children as Writers, 2d ed. (1960), p. 8. Reproduced by

o kind permission of the Daily Mirror Children’s Literary Competition, London.
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Bep TiME

I am in bed

Copyrg ™t
IV,

All is quiet.?

It just so happened that months after this was sent to me (following some BBC
programs I did) I came across by accident the information that the girl who wrote
it had never had a home which showed anything of the love and security that are
represented in the poem, So I knew then how strongly this was written from need:
what isn’t there in realily must be built in words, and becomes a precious object.

I want now to suggest that what we traditionally call “literature” should be
defined as “the written language in the role of spectator.” This would be to define
literature in a way that is not normative. Usually we think of it in such a way
that some things are good enough to be literature and some things are not good
enough to be literature. But I want a definition which sees an essential link be-
tween the kind of writing from children which I have quoted and the work of
poets and novelists: a link not in how well they do it but in the kind of thing they
set out to do. Why should we not define the literature children write in similar
terms to the literature they read? After all, Picasso paints, Turner painted,
Reynolds painted and children paint. Why should literature always be something
other people have done, and not something that people do?

“The written language in the role of spectator.” Action and decision belong

5London Association for the Teaching of English, And When You Are Young (1960).
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to the vole of participa+  speetator iv e from responsinility = act and o
cide. Tthini the s - i+ o3 this frecidom to attend to other things, particular!.
to forms: jorms o: ar.!in tue utterance: to linguistic forms, to the form of events,
and especially to the pattern or the form of feeling. That small children can be
interested in the forms of language is clezr from a story told at the Dartmouth
Seminar about the child who danced about the floor saying “maximum cap:.aitv
maximum capacity, maximum capacity.” He obviously fruzd great pleasv: n
the movement, and the sound, the physiv.l "\'iniyil‘_h ies of the spoken - rds. Chaldrer
can respond to the pate.~v "I events it a ver young age. Here is the evidence of
a three jad-a-nalf-year-.d girl who summed up Cinderella as: “A bit sad book
about two ugly sisters and a girl they were ugly to.”

On the pattern of feelings there is more I must say, Feeling, when we partici-
pate, is usually something that leads us to take action, or to mnke decisions. It is
the spur to action. When fatiors come home in the evening and hear all that has
happened to children during the day, provided they know the kids are tucked up
safely in bed, they can positively enjoy the hairbreadth escapes of the children’s
day—in a way the mother certainly could not, earlier in the day. v n <&+ was
participating. She now, in turn, is - =dectator also .. siv gives ber ooourd. She
cun enter into wus sevor the “wur whic: -urlier on was simply a spui to i enion.
(T" 2 mstleipese we are unable to act, then we drain away feelings ir the form
of anxiety.) It is only as spectators that we can savor the quality of feslings as
feelings. There can be no doubt that literature owes a great deal of it=:force to
the patterns, the varying tensions of feeling, the balancing of love agzinci-hate,

" or jealousy against fear—all the different forms that emotions take throuzmut the

plot of a story.

D. W. Harding, the English psychologist who is also an eminent ftersry
critic, has pointed out that as we approach experiences as participants we evaiu-
ate the situation in order to take action in light of our evaluation. But he goes on
to suggest that when we are spectators and not participants we are able to make
a more ample evaluation, one which r:fers to a broader framework of values. And
it is for this reason that he believes that robbing a man of experiences in which
he is a spectator materially affects his personality and characte:.

Our theme is writing, but let me add a word or two about the spoken lan-
guage in the role of spectator to complete my picture. I have referred to the chat
you have at the end of the big event; even when the event is a match or an
arduous cross country race, an event that had its bardships and anxieties and even
miscries, you can enjoy those hardships and miseries when they are over and you
go back and talk about them. Chat or gossip is one form of speech in the role of
spectator. Another rather different one is improvised dramatic speech, and here
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the shaping of the language in terms of the fecling is a highly important com-
ponent—part indeed of the wayv in which improvised drama can reach out to be-
come an art form.

We take up the role of spectator, then, in order to enjoy past experiences,
to come to termis with past cxpcricncos, to enter into other pcoplo’s experiences.
These will have a greater or lesser relevance to our actual experience. And yet,
I think in all of them the desire to perfect our predictive equipment, to make our
representation of the world as full as possible, is alwavs to some extent involved.
Even in our wildest fantasy, in other words, a part of the motive is the need to
test out the limits of the possibilities of experience.

If one accepts the general thesis that man does not respond direetly to ex-
periences, but builds fror s experiences a representation of the world, then it
follows that two courses are open to him. He can respond to the real world,
opeiate in the real world, via the representation; or he can operate directly upon
the representation ijtself. That is, in fact, my basie distinction between being a
participant and being a spectator. And what I have stressed has been the jin-
portance of the spectator role activity, both in reading literature and in writing it.

There is another aspect to its importance. What we build with the help of
language is not only a word picture, it is also a self picture. My way of represent-
ing the world, projecting my inner needs, makes me different from you, and you
respond to me in the light of my representation. Thus, first, it is the way I talk
and write about the world and think about the world that makes you know what
sort of person I am. And secondly, it seems to me that I know what sort of person
I am in the light of the reflection from your responses to me. To put this in an-
other way, we build our picture of ourselves as the center point of an infinite
number of interactions with other people and, to a lesser degree, perhaps, with
things, the objects of our world. Thus as we build, as we represent our world,
$0 we are, at one degree removed, building the picture of ourselves.

It is a cumulative process; the carly stages of structuring are the most diffi-
cult, and once you have put a few of the main members in place, the rest will
follow more easily. It is a cumulative process, and the job for us as teachers is to
get it started. And after that, once it is started, it must be seen to pay its way, by
the child himself. For learning, in the end, is a door only opened from the in-
side. You can’t teach by battering your way throu gh the defences; you have got to
have the traitor within the gates to open them for you. And this will take all kinds
of patience and ingenuity in finding devices for encouragement. Once a start is
made, the learning has to appear to the child to pay its way. And I want te sug-
gest that the kind of writing we have been talking about here, the language in
the role of spectator, is that which above all will seem to pay dividends to the
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child. For-a child has to “make something of the world” in the sense of making
it meaningful to himself, before he can "make something of it” in the sense of
turning it to his own advantage. The practical must come second to the interpre-
tive, the participant role sccond to the spectator role.



Student Writing and Ecaluation

This article is based upon a tape recording of a
session devoted to evaluation of student writing.
Britton had distributed a few samples of writing
while others were read aloud. These became the
basis for the comments included here.—Ed.

My TeAcueRr

Mrs. Bond is nice she shouts

oyt et

she says jump I jump.
(Kevin, aged 6)!

Kevin actually wrote this, in his own handwriting, on his own paper and sent
it in this form to the Daily Mirror. I think it’s really important to raise this issue
of form. Would it have been better if “My Teacher” had been printed in solid
lines? Would we then want to read it “as prose”?

Mrs. Bond is nice, she shouts and makes me jump and when she says “get
your sum books out” I nearly faint, and when she says “put on your pumps” I
think I run round the world. And I run across the playground and when she says
run I run, and when she says jumyg I jump.

1Kevin Brown, “My Teacher,” in Children as Writers, 9th cd. (1967), p. 11. Reproduced by
kind permission of the Daily Mirror Children’s Literary Competition, London.
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Can you imagine it set out that way and making you read it that way, and do you
reckon that does more justice to it than the way he set it out—in lines? What do
you think? I think it is a very interesting point. And I think we are probably deal-
ing with the ghosts of critical standaxds.

Our standards have been built up often in connection with a kind of
pedagogy which is often inappropriate for listening to what poets write and may
be wholly inappropriate for listening to what childrea write. Instead of making
us think poetry is affected if it is written like prose, this pedagogy makes us think
prose would be affected if it were written any other way. “My Teacher” is neither
prose nor poetry, but the form Kevin chose is probably more appropriate to it
than the prose fashion would be. Punctuation really becomes necessary when you
have solid blocks of prose, but you don’t really need punctuation here, do you?

Let’s look at another example:

Tue Krtren

The sun is waving goodbye to you all.

Jralinad nemceoed dea k- .

And that is the end of my story about the kitten.?

You see, that is set out rather like “My Teacher,” only the lines are longer. And it
takes that shape simply because each line is a caption to a picture. I think chil-
dren’s way of using the written language, especially at first, is like a string of
captions, and not like continuous prose with paragraphs. ‘
I have heard some silly things said about the rules of free verse. T. S. Eliot
has said you cannot tackle free verse until you have the ability to write disciplined
verse, because free verse is much more difficult. But I also have read D. W. Hard-

2From John Dixon, Growth through English (Oxford University Press for the National Associa-
tion for the Teaching of English, 1967), pp. 26-27. Reprinted by permission of the publisher.
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ing; he finds in Wyatt’s verse the forbears of what is now sometimes called free
verse, and he simply says that the principle by which this is done is one of setting a
sound unit (not a syntactical unit necessarily but a unit that makes a unit of
sound) on onc line and then putting the next sound unit on the next line® This
seems to me to suggest that free verse can be extremely subtly written, because
von can have a practised ear for contrasting units of sound, but that it is also
simple, because a sense of units o sound is something that comes very early in the
things that children say. Sound is something they savor; it means something to
them that it doesn’t to us. We look straight through the sound qualities of words
to their meanings, whereas for children words are sounds before anvthing elsc.
Their speech shows this quality of awareness of sound, of delight in sound which
makes this sort of phrasing in free verse, I think, very natural to them.

A short selection was written for a student of mine who was working in a
secondary modern school; I can't say this is the nonselective secondary school be-
cause its the sclected-out part of it. The children in these schools are left after
they have taken away those who go to the grammar school. It was a very
tough job she had on her hands. On one occasion she set them an old stager, “When
the Circus Carnve to Our District,” and she got what you might expect, a lot of
noise, a lot of bright colors, a lot of confusion, and she got thirty of these that
were more or less all alike. But one gir] had her own fish to fry, and this is what
she wrote on that occasion. She changed the title to “Conversation Overlieard on
the Bus.” She, as I say, comes from a secondary modern school and you will sec
the relevance of this to the story.

A CoNVERSATION QOVERHEARD ON THE Bus

As I was coming home one evening on the bus from school there in front
were two children. One was shabby and thin looking and the other tubby and
medium looking,

These children were talking about a circus which had come to town which
they had been to. The shabby girl's name was Sheila and she thought it was very
funny. She liked the little short clowns and the giraffe-necked ladies and thought
it was wonderful how all the animals were trained, especially the sea-lions and
thought how lovely they looked balancing the balls and for the very first time in
a circus she had seen giraffes taking part.

But Anna, the posh, fancy, high-school looking girl had different ideas.
She thought it was cruel to keep lions and elephants, polar-bears, grizzly-bears,
sea-lions, seals, giraffes and all the other kinds of animals that used to roam on
their own round ice-bergs in the sea and the jungle in a cage. She said, “How

3D, W. Harding, “Rhythmical Intention in Wyatt's Poetry,” Scrutiny X1V, No, 2 (1948): 96.
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cruel it is to keep them in cages performing while they could roam. The people
that have necklaces round their necks which are called giraffe-necked women who
are laughed at, and the short midgets, they can't help it, and I think the circus
is o cruel place.” :
Soon they got off but still nadn’t finished. so I don’t know what else they
said.
{Christine, aged 12)

I don’t know this child; T only know the student who is teaching her and the
situation in which the task was set and the fact that it came that way. Can we get
any further with it? What do you think languagc is being used for? It is the posh,
fancy high school girl who thinks the circus is crucl whereas the other, the one
from the scecondary modern school, Sheila, thinks it was great fun. Would you
expect a twelve-year-old to write this sort of thing?

I think you have the writer herself there twice over. What has she been
thinking up till now? Yes, it is fun, I mean, the circus is fabulous. That would be
Sheila, the shabby onc, the one the writer knows she fully is. But the unattained,
the possible future (it is not logically possible because she won't become a high
school girl)—these other possibilities are scen in terms of the posh, fancy high-
school girl who thinks differently. Well don’t you think it is likely that Christine
herself is in fact in two minds? What she has aceepted up till now is now being
challenged by another newer self, and she has dramatized these two aspects of
herself into two girls who have a conversation on the bus. But she doesn’t yet
know the answer to this conflict and that last line rounds it off just beautifully.
“Soon they got off but still hadn’t finished, so I don’t know what clse they said.”

It is certainly familiar to me that around this age or a little older, the real
conflict between the protectiveness of home and nature “red in tcoth and claw”
becomes a rcal conflict, a Jeep conflict. So it seems to me that this is the sort of
writing that you would expect in a child’s development around this age, or a little
later perhaps. Anyway I can’t prove anything about this particular case, but I
am sure, in general, children use language for this purpose of coming to terms
with their experiences, given the opportunity and provided they aren’t told to
write about the Peninsular War or something all of the time.

I collected the following picce from onc of my daughters and so I know
the circumstances of its writing, There is something else T want to say on that.
I think that we go back over experiences as a spectator both for fun and from
need, and there may well be aspects of both the “for fun” and “from need”
in all situations, And mercifully we don’t know which nredominates at the
time. So if we are teinpted to do as I think David Holbrook sometimes is tempted
to do. and psychoanalyze from the writing, then T think this helps to discourage
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us. This was written at the age of nine and it is a beautiful medley of truth and
fiction. '

TiE TREASURES

It was wonderful that T got my treasures at all. Tt happened like this. I was
staying with my mmt, and her great aunt suddenly died, and myv aunt Winifred
got a Jot of funny little things, some carved in ivory. She let me choose six, and
this is what T chose:—An ivory elephant a red velvet pin-cushion, with a mother-
of-pearl back to it, a measuring tape, which cane out through a slit in a carved
ivory box. To put it back you twiddled a knob on top. Then I chose a minuture
wooden spinning wheel, about eight inches high. Then I got a brooch and, from
a suitcase, some gorgeous tawny velvet. As that was on the morning of my last
day, I packed them carefully, in some tissue paper, and a box which aunt Winifred
said I could have.

Al the way howne, in the bumpy rattling train, I was terrified that they would
be smashed. However, when T unpacked in my room at home, I was considerably
relieved to find them still unbroken. My younger sister, Anne, was very envious,
and grumbled that everything happened to me, because I was the eldest. She went
on in this way till I pointed out that last time she went to stay with aunt Winifred
she got two dolls, one Welsh and one Swedish. Not that either of us care very
much for dolls, being eight and eleven, but these 'vere rather nice ones, dressed
in their national costumes. That’s tlie sort of person aunt Winifred is, Whenever
you go to stay with her you always come back with twice as much as you came
with. But I gave Amne the pin cushion and the measuring tape, as her sewing is
much better than mine. The farthest I've got is sewing nametapes, with Georgina
Wilkins on them onto my school clothes. But Anne is good at sewing and em-
broidery. So she was pleased with these, especially the pincushion,

I don’t know whether that reads to you terribly prim, does it? Doesn’t it
sound terribly prim? I mean “Aunt Winifred” and this sort of-traveling home
on the train and “Georgina Wilkins” and all this—it is all upgrading all the
time you know, having a cut at being what she certainly is-not. On the other
hand, there is a lot of this that is real only turned upside down. In fact, she
is the older of my two daughters by a couple of years aud she was, as you see,
nine. And the seven-ycar-old, Alison, was the one who actually went off tor a
Sunday, not by train, to another part of London where she visited an old friend
of ours who isn’t in fact an aunt anyway, but who had had an aunt who died
and loft her a lot of interesting old things, And what is actually factual here
and down to the last detail correct is the description of the gifts. These were
the things in question, but they were given to the other girl, the younger girl,
and therc was a great row and jealousy and difficulty about this and Celia,
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the writer, didn’t come out of it very well of course. She tried to nag Alison
into giving up some of the things and in the end I think Alison gave her some-
thing, but everything in the story Celia tells is upside down and inside out.
This perhaps just got written in order to have a record somewhere of a better
state of affairs than reality.

We use language to go back over an experience and we improvise upon
experience. Improvisation usually draws on the raw mat ‘al of actual experience
but reconstitutes it into patterns very different from - sse of our own actual
experiences. As we respond to the murder in Macheth, \ ¢ extend our experience
to some extent into the mind of a murderer. Our writing must all come from
our own experience in the end, but it comes from the decp roots or the raw
clements of our experience, which have been very divessely selected and very
differently reorganized in order for us to extend our experience into that of
Macbeth.

I remember once when Celia was about cleven, the age when children are
asked to write something for the school magazine. She was asked to write it
as her homework. Do you cheat in this way? Well, anyway they set her a home-

-work on writing something for the magazine and she was having trouble over

it. She had written a line or so of something and I said, “What are you doing?”
She said, “I am writing a poem for the magazine,” and I said “What is it
about? She said, “Autumn.” And that was that and she went on. Then she
came to a real pencil biting situation. 1 said, “Are you stuck? so she said,
“Yes, I can't think of a rhyme for a leaf.” Naturally, a rhyme for leaf. So 1 tried
to be helpful and suggested a few but they weren't any good. I mean they
couldn’t be used. So I said, “Well really you know, honey, this isn’t the way
you usually write poems. What do you want to say about autumn? Never mind
rhyming.” So she looked at me with great pity and said, “It's not the highbrow
ones that get in, it’s the other ones.” In other words, the school was saying yes,
rhymes. Look at this elementary piece of story telling by Celia at six:

As the day’s came nearer Silivia got more and more excieted and the day
before it arived her mother bought her some Jodphers and the next day it came.

Very straightforward, yet although you know how to deal with that grammatically,
to analyze that is an extremely complex process. She arrived at a construction
without any conscious choices almiost by listening cxperience alone and she wrote
something which by analysis and selection and ordering presents very great
difficulties.

This suggests that there are more direct ways to arrive at the use of lan-
guage than by the classification and offering of deliberate choice. And this is
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what I really belicve. What I believe is that the study of language—the analysis
—works against its effective use at carly stages. I can sce that it is truc of some
skills that the ability to bring awareness of modes of operation to bear increases
the degree of the skill. I think this is much less true of language than of any
other skill we deal with in school. But secondly, and this is really where I do
feel firm, I am quite certain that the offering of deliberate choices which have
to be understood as parts of a system that has been arrived at by analysis is of
no use to anyone who is not able to arrive at them by his own analysis of the
data. And therefore, with Piaget's and other evidence in view I say, yes, I do
want some of this work but I don’t want it until about the age of fourteen or
fiftcen, because it is only then that most children will be able to go through the
analytical processes with some hope of succeeding, some hope of doing well
enough to arrive at these terms and use them sensibly. And when that does
happen, I am quite certain there are aspects of language usage which can be
improved by language study.

The work of talker and writer can be helped at that stage by the work of a
language student. So we want children, then, to be talkers and writers and
students. But since from .cxperience we find that by that age they are able
to do a very, very great deal with language, we ought to bring in other methods
only where it is necessary. I think probably it is necessary in dealing with the
more scientific or philosophical uses of language. I want children to mcet
structures in actual use. I want children to see these structures and have these
structures in their ears but not presented in the form of a paradigm, a set
from which to make deliberate choices. And I think there is some evidence that
they do do that, and we can have faith in the process. 4

I do believe that the continuous use of language by speaking or writing
or listening or reading, the use of continuous language, is the really productive
factor in all language work. I am a great believer in the value of studying the
language but this isn’t part of language arts or English teaching. It is a study
which is of value for its own sake just as biology is. :

I don’t think I could suggest anything which would go into a curriculum,
as I know a curriculum to be. I think what I would need to do would be to
write for the teachers who are going to teach the children and do that as
generally as I wished. :

I am reminded of a syllabus or as near as we can get to it in England. -
This is from a secondary school which has just become a comprehensive,
It was written by Patricia Creek, a former student in our department, when she
was head of the English Department at the Minchenden School, London, I think
the way in which she tackles what she does might be a way of very tentatively
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suggesting that there are tcachers who arc able to undertake the process of struc-
turing situations and arranging for leamning to take place in what is not complete
chaos, and who yet are doing so in what must scem to people who are accustomed
to a structured curriculum to be deep water with no life belt or anything clse.t

The purpose of the syllabus. The syllabus is designed (A) to provide a basis
for discussions in the department about our work and the ways we wish to experi-
ment in the future. (B) to help those new to the teaching of English by describ-
ing themes and methods which members of our siaff have found successful. And
(C) to provide an account of the department’s approach to its work for anyone
outside who is interested.

Then she begins:
Work v Excrisi

The English classroom is a-meeting place to which each pupil comes with
his own experience in life, his emotional, intellectual needs and as he grows older
his plans for the future. We, the teachers, bring our experience and conception
of our duties to the pupil, duty to literature and to the society we hope will
exist in the future. And in the classroom there are books which contain endless
varieties of experience interpreted and shaped by minds more subtle and sensi-
tive than our own. Teacher and pupil alike learn from books and from each
other.

So having begun by describing the classroom as a meeting place, she goes on to
say that the classroom is also a workshop; pupils need to create, to make
something of their own they can fecel proud of and so on. “Including and going
beyond the concept of a mecting place and workshop, the English classroom
is a place to live.” To a limited extent this involves firsthand experience. There
are real social relationships in the classroom. We fail and succeed. We can look
at objects brought in; we can go out on visits. However, most events of life
don’t happen in classroonis, but we can live them there in our imagination
through reading and writing. This is how my student dealt with this fact:

1“Comprchensive Schools: The newest pattern of organization in state-supported British
secondary cducation, atterupting to provide for all social classes and levels of ability within
one institution. The comprehensive schools are seen as a major cqualitarian force in the
new social revolution and are the closest of all the British patterns of organization to the
typical American high school.” James R. Squire and Roger K. Applebee, Teaching English
in the United Kingdom (Champaign, Il, National Council of Teachers of English, 1969},
p. 254.
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When teachers of most school subjects wonder what to do next, they look at the
svllabus. The Fuglish teacher on the other hand considers the situation in which
he is working and what its possibilities are. For most teachers this will not be a
conscious process. As a result of experience, they feel that a particular activity
would be successful or is needed by the class. Further as we all tend to use a
more restricted range of materials and activities than we might, we need to bear
in mind as many as possible of the factors entering into the teaching situation.
These other consideraticns are expanded in the appendix but briefly include (a)
the children, the experience they bring with them from lifc outside lessons, their
attitudes and needs, and the sort of group they muake together; (b) the school,
the books, cquipment, and facilitics made available; (¢) the teacher, his ex-
perience, knowledge and personality, and (d) the work done in previous English
lessons by pupils and teachers. With these things in mind a teacher can choose the
subject matter and kinds of activities.

And then she gives some examples of what they might do.

Even if one starts with the intention of relating a number of lessons to a theme
of say, discipline or authority, it's better to see where students” interests lake
them than to plan a course rigidly in advance. All work in particular aspects
should not be kept apart from other kinds of English. Talk should rather be the
matrix, itself varied, from which many specialized uses of language develop. A
teacher plans activities that would involve talking, reading, and writing of dif-
. ferent kinds, and reviews work already done to see what has been neglected.

This is the kind of planning she is in favor of, and it is not casy to do. And
from that point, it really quite honestly is complete free choice for her teachers
to do what "hey want to do in their classrooms. This means that the staff meet-
ing is an + ..ntial part of the organization of the work in English in the school.
Teachers are also free to pass on the same degree of choice and freedom to the
children. A great deal of work is done throughout the school in groups and not as
a class. Dramatic work is normally done by self-chosen groups which range in size
from two to nine, or ten, or more. And a good deal of that goes on.

If you believe that language can do things for individuals and you believe
there is a great deal required to be done by language for every child that comes
to school, then you stop looking for practice cxcrcises and dummy runs and
begin looking for the real jobs that language ought to do. You are looking for
areas of experience in which language can perform something,

Take this limiting (absurd) case: A teacher might say, “My first responsi-
bility is to get this child to use his own language at the level at which he is. My
first job is at least not to prevent him from using language in the ways
he’s been using it before he came to school, at the level which he has now
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reached.” (Of course we add that the child’s language is bound to develop
with use, and if we keep it operating, keep it doing what it’s supposed to be
doing for him, it will improve.) If the first thing then is that language has a job
to do, shouldn’t we look at what it is doing and start to think of how we can plan
activitics in terms of what it is doing? And is this so “way out” that we can’t yet
do it, we can only try to do it experimentally?
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The wunique patterns and imagery of children’s expression convinced some
teachers generations ago that young people are often potential poets. That chil-
dren have distinct ways of seeing their world and of framing their views in
compelling phraseology appears anew whenever teachers invite and support
their pupils’ fumblings toward poetic insight. Consider the following first explora-
tion in the realm of verse dictated by a seven-year-oid girl:

LIGHTNING

Lightning
}"’M /K/W'P_{—/ ‘_ﬁ‘-“ (A
CWQ"W .

Did he?? o

Katie, who surprised her teacher with her first poetic statement, had not
been outstanding as a contributor in prose. Her stories told to a receptive audi-
ence frankly imitated those that her more confident classmates had invented.
Only her own small addition or twist of event differentiated Katie’s version from
its model. Assured however by her classmates’ enjoyment and by her teacher’s
approval, Katie was wholly pleased and ready to try again.

1From Alvina T. Burrows, Doris C. Jackson, and Dorothy O, Saunders, They All Want to
Write: Written English in the Elementary School (New York, 1964), p- 146. This and the
following four poems reproduced by permission of the publisher, Holt, Rinehart and Winston,

Inc.
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One busy day when many members of the class were dictating poems about
the weather, Katie edged closer to her teacher who asked if she had a pocm to
dictate. Her prompt response was “Lightning,” an offering of strength and vigor
that showed the individuality in an outwardly conforming little girl. Not all of
Katie’s subsequent efforts were of this high quality, however. Her next offerings
were a kind of doggerel very often presented by children and useful only, it
seems, as excrcises in fluency, Later in the year, two other poems showed the
stuff of which Katie was capable.

The world is like a bakery shop window.
}n UZZU—-} /u/wum-uﬂ t&-o ,t\
L8 alan

Run, run, run!?

Writing verse and stories was only a small part of Katie’s school experience.
Telling “make-up” stories orally as well as “really true” reports, giving informal
plays, planning for different kinds of curriculum activities such as trips, displays,
programs, and many ways of finding answers to questions; discussing all sorts of
interests, singing, painting, playing, dancing—all of these kinds of work rounded
out the months of study from which the foregoing and much other writing re-
sulted.

Poetry more than prose first led teachers to sense that children’s creativity
was worthy of careful nurture. Values of poetic expression to children clearly
supersede the obvious ones of pride in the approval of teachers and fellow pupils.
Hearing and reading the writings of other children and adults becomes a differ-
ent process. The pupil who feels that he is a successful author because he has
been treated like one need not be defensive. He can be open to the excellence
he meets in the work of others. The unique metaphor, the flash of insight, the
harmonious play of words met in literature draws a welcoming response from
the child who has successfully expressed some feeling all his own, even though
his poetic concept and style may be starkly immature. In the complementary

2Burrows, Jackson and Saunders, They All Want to Write, pp. 146-147.
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cycle of writing and listening, the pupil picks up clues that suggest new verbal
adventures. He adds to his reservoir of literary experience and in consequence
he enriches many faccts of personal development. Something of the nature of this
inner experience is revealed in the following by a middle grade pupil

At night when I go to bed
Wolical Amered

et L.

And keep the same adventure.?

Sometimes a surprising vigor and thrust are found in children’s poetic ex-
pression. “A Sword” was written by a fourth grade boy with no regard for align-
ment but was read to his teacher with a rhythm and voicing that left no doubt
as to appropriate line division.

A Swonp

A sword has a master

I aliical i riciet
A ¥ 5

Of the s—hining handle.*

3Burrow_s, Jackson, anu Saunders, They All Want to Write, p. 125,
4Burrows, Jackson and Saunders, They All Want to Write, p. 136.
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The children who wrote or dictated these poems have enjoyed a rich liter-
ary fare and many forms of creative response to the curriculum as a whole. But
children with lesser advantages of schooling can begin and can grow when a
supportive teacher surrounds them with a stimulating environment. Some fourth
graders who had not hitherto had a deeply encouraging school life experimented
with hatku, a verse form .that for all its tightness of pattern offers visible proof
that poems can be short. Libertics with syllable count were acccptablc individ-
uality of perception was welcomed.

I

Old Goat, why must you
Baa-baa all moring like this?
Baa-baa another day.

II

O, well filled with gold,
Why don’t you open up
And let me come in there?

III

I will rest by the light of the moon
And fail to sleep
And die right there.®

In classrooms where verse and siories are dictated, certain common condi-
tions exist: (1) Creativity in many media flourishes. (2) Children are welcomed
as individual persons who need to differ from one another. (3) Products of all
honest effort are welcomed—not criticized, no matter how benignly c¢r construc-
tivelv. (4) Stories and poems by pupils are read aloud without correction and
r(,writing but only for entertainment and enjoyment. (5) All sorts of things both
in and out of the prescnbed curriculum are talked about with mmy differing
curiosities and feelings emerging.

This free flow of talk among children and teacher not only intégrates learn-
ing experiences; it also integrates pupils into a community of individuals. Thus

:"-By fourth grade pupils of Mae Armster, Thomasville Public Schools, Thomasville, Georgia.
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appreciative conversation and discussion facilitate writing as writing, in turn,
facilitates better oral discourse.

Analysis of talking and listening leads to the reaffrmation not only of their
contribution to written language but also to the premises germane to oral lan-
guage in the total elementary school program. It appears that two major tasks of
the clementary teacher are first, to extend, refine, and enhance oral efficicncy
that children bring to school, and second, to build upon this oral base a comple-
mentary efficiency in the use of written symbols. With this perspective, the
teacher can harmonize the interplay of writing, reading aloud, discussing and
conversing, reading silently, reporting, making up plays, reading chorally and
individually. In elementary classroons, it is the live audience that fosters creative
writing.

While poetry production expands and diminishes in cyclical sequences from
primary grades through adolescence, story writing also plays a significant role in
the rounded development of literary skill. One has only to see a class eager with
suspense or chuckling with laughter as they hear a classmate’s story to suspect
both audience and author are learning, Entertainment may appear to dominate;
indeed, entertainment and leamning often go hand in hand in literary exploration.
The author of the following stories noted the crescendo of merriment over the
National Giraff-o-graphic and the quality of the family’s breakfast conversation.®
Words twisted into new patterns and the impolite but realistic language quick-
ened both attention and mirth. Action that rarely slackened held the listeners
throughout. Story techniques, used perhaps unconsciously, earned responses that
heightened awareness of their merit.

Exploring human relations on paper enables the nine- or ten-year-old writer
to assert his power. Maneuvering adults into silly situations is a frequent happen-
ing in childrer’s stories. Proving the prowess of the young or animal character
counterbalances the operation of adult authority. And restoration of the safc,
familiar world of parental control occurs often enough to be reassuring.

These child needs appear in a second Giraffe story in which animals are safe
masks for all-too-human foibles. One might ponder the frequency of justified pun-
ishment in children’s stories as well as the overplaying of power roles.

8The following pair of stories and their accompanying illusirations from Russell C. Stauffer and
Alvina T. Burrows, American English, Book VI (New York, 1962), pp. 55-56, 58. Reprinted by
permission of Holt, Rinehart and Winston, Inc. :

Stories omittéed due to copyright restrictions
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Young children, too, wi:cther dictating or writing, or both, display greater
freedom when manipulating animal characters, but tlwy also peaple their stories
with ghosts and other supernatural beings, with machines and flowers and clouds
or other things “come alive” as well as with human and near-human beings. Of
the latter sort was the character of the titie role in the following:

THE CROOKED LADY

Once there lived a crooked lady. She was very sad in her house because she
had a crooked house,—and crooked food, crooked furniture, crooked everything,
SHE was even crooked. She needed a stick to help her from being crooked. So
she looked, and she looked, and she LOOKED. But she could not find one. But
she did see a crooked stick and she said, “Iow will that help me from being
crooked? That will just make me become more crookeder.”

So finully she found a straight stick, and from that time on she was very
happy because everything was just right. Her house was not crooked; nothing
was crooked. But if she let go of that stick once, everything would be cro~ked
and she would not be happy again. She didn’t even let go of it when she was in
BED.

The End?

That the lead character revealed only a single dimension of personality
bothered the second grade audience not at all. Nor did the confusion about
whether the original search for a stick should be for a straight or a crooked one
to apply the proper magic to the lady’s dilemma. There was action, a happy solu-
tion to a problem, and a mounting sense of intensity as the plot moved to its
conclusion, For both writer and audience of carly years, this is enough story and
character structure, apparently, to be satisfying entertainment. Spelling has been
corrected in this published version, but in class, no improvement upon the first
draft’s presentation of crookit, furnicher, and sterate was needed since the story
was read aloud and privately filed. Publication demands of correctness were
irrelevant.

Helping the weak, the inept, and the unfortunate to security, if not to
triumph, is an age-old theme. Here it is again as it cheere' a third grade writer
and his eager audience.

-7By a pupil of Dorothy O. Saunders, Montgomery County Public Schools, Maryland.
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A Harry Pusmrprrin

There once was a pumpkin in a pumpkin patch. It was little and orange. It
was lonely. One day a little girl saw it and picked it. Tt was happy now. One
afternoon it was made into a Jack-o-Lantern. It was put outside on the porch.
It was chilly. When Halloween came a candle was lit, and it made the Jack-o-
Lantern warm and bappy.

The End*

. Two questions about children’s writing arise so often as to merit respectful
and specific replies. The first relates to productivity: How do you get children to
write, to want to write, and to keep on writing? The second is its natural peda-
gogical counterpart: How do you teach children correct English mechanics with-
out restraining their free and far ranging originality?

Several answers to the first question are these: (1) Encourage creative
efforts in many media, not only in words. (2) Show cach child that you welcome
his uniqueness. Within this spirit, many techniques are prod stive. (3) Find
occasions for rcading stories dictated or written by other children. (4) Have
many story-making sessions in which individuals tell their own “make-up stories.”
Often such periods arc brief; only a few minutes given to delight in imagination
are enough to whet app.- *ites for more. (5) At times, suggest building upon a
story begun by someone clse, inventinz a new cnding or adding a character who
reshapes some action in the original. Some of these attempts may evolve into a
kind of serial story telling session. Children can often make up new adventures
for established characters such as folk heroes known in old tales or newly
created space heroes, Inventing adventures, both brave and mischievous ones,
for story-book pets, for real pets, for wished-for pets always moves some children
into the dynainics of creativity. ’

In these oral story-making mectings, the teacher can at times jot down in
her self-made abbreviation system several offerings as they tumble out. Or she
can turn on the tape recorder and later type and post those that she managed to
preserve. Available in a folder for reading and rereading, such originals spark
further dictating and writing,

From such apparently casual and non-threatening story-making situations,
the teacher can move to more obviously planned periods for dictating. In spite of
the convenience and popularity of the mechanical recorder, most children cherish
the opportunity to dictate their storics to their teacher. The responsive look, the

“By a pupil of Dorothy O. Saunders, Montgomery County Public Schools, Mz, vland.
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warm smile and approving nod strengthen the author without a word being
spoken. Never long ¢nough, such dictating periods even in upper grades are
themselves an incentive not only of the moment but also for later independent
writing. Of course some children, as soon as they have acquired a bit of manual
proficiency, prefer to write entirely on their own. They should be encouraged
to continue. Some will write a part of their verse or story as they await their tum
to dictate. All sorts of combinations of these arrangements should be tried.

Even when only a few children in a class have got started at story produc-
tion, sharing their products with the others rarcly fails to excite more children
to start. Comment in such audience situations is limited to what hearcrs like: a
funny name, a sudden. surprise, a mysterious hint, live conversation, z “good
sounding” phrase. Negation is omitted; indeed, negation is plainly prevented.
Telling what is wrong with a story is too casy to waste time on. Looking for what
one enjoys sharpens attention to what makes stories good and hence, how to
write better.

Techniques of stimulation help those pupils who have become frightened or
self-conscious. C' ildren who have never learned these enemics of spontaneity
need little except the continued assurance of a responsive audience. They will
write or tell stories in waves of creativity separated by periods of non-produc-
tivity. No pattern of a story per week or any other kind of regular assignment can
be applied. Indeed, only harm can come from such artificial requirements.

Stories once read aloud have served their purpose. They have entered ths
cycle of communication. They are not exercises to be corrected, srored, rewritten
or graded. (NEVER graded! Who can grade imagination, especi.lly that of a
young child with a lifetime of growing to do?) The story, a segment of imagi-
nation committed to paper, has done its important work when it has’ brought
writer and listener together in a meeting of minds. The piece of paper, with its
usually poor penmanship and unconventional punctuation, needs only to be filed
for future reference if wanted. In some rare instances, it might be brought out of
private quarters to be edited and typed or hand written neatly for a class book
or for a gift to a friend or relative. But these needs for publication are rare. Short
of being made public, the paper remains the writer’s private property. Its neat-
ness and spelling are no one’s concern.

The second question, that of learning correctness, becomes pertinent at this
point. Children need to use the conventions of their language to avert social
condemnation if for no other reason. But the bet:er reasons of clarity and pride
in workmanship are much more fortifying motives. There is a realm of written
communication wherein correct form can be leamed with moderate econsmy.
This is the writing which must meet the public eye and which needs to be read
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rather than heard. Usually, though not always, it is the writing of an informa-
tional character, designed to inform, to persuade, to convinee or simply to record.
Two terms help to categorize writing that performs this function: practical writing
and what A. B. Clegg, in The Excitement of Writing, calls “recording writing,”

Neither term is completely satisfactory, however, Nor is the term public
writing in contrast to imaginative or private writing, becanse stories and other
imaginative expression can be shared by oral rendition or by displav or by mul-
tiple reproduction, Although all classifications at this time spill over, they have the
value of emphasizing function and appropriate treatment. For purposes of learn-
ing and teaching, the category of practical writing has much to offer and can be
readily illustrated.

Reports, letters, posters, some memeranda, and notes are plainly designed to
be read. They niust be true, clear, readable. In their visual forms they are person-
to-person  communication without intermediary vocal rendition. Children can
understand the necessity for correcting and often of rewriting such serviccable
items. In primary grades, a “good copy” for one or for many readers is achieved
by first dictating the content to the teacher. A beginner mav sign his name and
date and add an explanatory picture. Soon he leams to copy pait of his message
or explanation in his own writing, stopping short of exhaustion. The rest he may
do after resting, or it may be done by an older pupil ¢r by the teacher. As in-
dividuals gain dexterity, they take pride in completelv copying the messages they
had dictated so the entire paper is theirs.

Middle and upper graders and some facile younger pupils plan their reports
or letters after gathering needed information. They write what they know is a first
draft to be edited with the teacher or with a pupil editor. Doing this in a face-to-
face supportive climate is much more effective than merelv getting back a cor-
rected rough draft. But in either case, the writer should read aloud his corrected
version preferably to a working comvanion. Fearing how it sounds at this stage is
important. Some addition or change may st -ome to mind. Questions about the
correction may be helpful. Hearing where « 1y sentence ends helps children to
match terminal junctuation with terminal voicing. So far does oral-aural skill still
outdistance writing skill that its contributior. should be exploited when the learner
is most responsive. Because of his pride in Lis own production, his power in oral
syntax can meige with power in written syatax if thoughtfully encouraged.

When papers in good form are mounted and displayed and apprc d by
one’s peers, satisfaction is engendered in the very learnings that we have long
tried to impose. Exhibition or “publication” of practical writings is a far different
experience from the conventional mounting on a bulletin board of corrected and
revised first drafts complete with teachers’ comments and grades! Such ex-
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posurc leads usually to embarrassment for the pupils who most necd self con-
fidence. The viewing of one’s work in attractive form, often illustrated or related
to exhibits of models or other objects, is a powerful builder of further encrgies {or
writing,

If practice in revision and mechanical correction is confined to the kinds of
writing based on objective and external data, then writing of verses and stories,
which need not be put into correct form, can be kept free of needless drudgery.

The purpose of the hard work to put the first draft of a lotter = report into
good form that will be scen and read is clear to the author and is geaerally ac-
cepted as necessary to purpose and product. Thus the freedom of personal imagi-
native writing is protected and balanced by the disciplinc of cbjective and public
writing. Not only are the differences between these separate but related forms of
expression clarified, but the craft of composition is strengthened by the dis-
tinctive treatments.

A resurgence of interest in children’s writing is clearly in the making.
Several signals point toward this conclusion. One such sign is the appearance in
the tradebook field of several collections of children’s prose and verse. Earlier
publication of their writing except for ocecasional magazine articles, has been
lirnited largely to professional areas. A further indication is that the current gen-
‘erei attention tu creativirs includes a healthy consivieration of children’s as well as
adults” performance. Both of these kinds of evidence suggest a recovery from the
panic engendered by Spistnik. A de¢ade of grim coneern for test scores «.d for
“beefing up” the curriculum has demonstrated that children need more than
factual learnings and so-called academic skills. Though some schools manifestly
needed to attend to the substance of their programs, the imbalance that often
resulted has brought ahout neither zcal for learning nor joy in accomplishment.
Rather,lsuch pressures have engendered in some punils an ever narrower compe-
tition and in others the determination to take the easiest route through school or
to drop out as soon as possible. Neither of these responses is wholesomely produc-
tive. ‘

Both the academically privileged 15 well as those children hitherto confined
to “disadvantaged” school cammr. “tics have shown they profit from ecreative
ex " . Discovery in the ar cimost inevitably begets sclf discovery. To
cony. went Ui academic e - - 7 thie curriculum with the stimulus and satis-
faction -t ~r “rive enturprise <.« Lring a new sense of excitement as well «s new
achieves: - & «- imerican school=.
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R Vital Experence

I feel very cecply that the heart of somne of the problems in our society is the
way we approach human beings within a classroom.

We have to show this generation of children that the arts are the expression
of human dignity, human growth and human consciousness. We cannot do that if
we simply allow any concept concerned with expression of a child’s own feeling to
be peripheral to the curriculum.

The most impor‘ant question of education: What do you feel? What do you
feel?

I have often gone into a classroom and read poems and afterwards children
will come up to me and say: “Gee, you show so much feeling when you read.”
They can’t understand how I ¢an show so much feeling “in public.” My answer to
that problem is until we can show children that feeling is a legitimate way of be-
having, there is going to be a definite lack of respect for feeling in individuals as
well as for anything that would express feeling whether it be poetry, dance or
anything else.

There is nothing in the cwrricuium called “feelings.” I doubt if there will ever
be. This is why the curriculum has to be changed—radically changed, so that there
“= not just a peripheral glace for feelings via a limited use of the arte, but a very

chstantial place in which the concem for [celings is evident throughout the day.

I thin»- -  have to train teachers to get away from theory and get claser to
themselves, because no matter who the person is, if he or she goes into the class-
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room and does not recognize the validity of his own feelings and ideas, then he is
just going to reflect negatively in terms of the teaching that goes on in that class-
room.

At this point I think 99 percent of what children are getting in schools today
has nothing to do with the experience of the imagination. Children are being
pressured in pressurized cookers and the mements of silence, the moments of
“elaxation, the moments of solitude so vital to . y source of creative work are by
and large completely lacking in education.

We are a measuring nation. We like to have results. We measure our progress
by results. You cannot measure the results of the spirit.

We have to get over the notion that only the highly intelligent are the crea-
tive. All children are creative.

We have made poetry a distant thing. We have made the whole sense of
what is creative distant to children, and yet it is the closest thing to them.

If a poem works, it works no matter what the age of the author.

Until we allow the arts to be as hopefully fulfilling as they are for adults, then
it is going {0 be a useless and senseless task to even present children with the con-
cept of writing as an expression.

There are some children who have never written a sentence that has been
meaningful to them. Suddenly a sentence will come along about a child’s own
idea or feeling, and for him, this is a tremendous victory. We should, as teachers,
recognize the fact that he has begun to use language as a means of expressing
what is important to him,

Chiidren have their own cultuze. Let us respect that culture. It is a very
complicated culture. Let us respect those complications.

My general approach, in working with teachers, is to bring the teacher back
as much as I can te the experiences of his own childhood . . . and to begin to see
what the experici re of a child is in tenins of his imagination. We will do all kinds
of things that will shock the imagination back into its vitality as well as recognize
the very vitality that a child’s imagination has, to begin with.
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We have to get to the point where children write for themselves, where they
realize that what they have to say is important cnough so that it is satisfying to
themselves.

Children have a great deal on their minds today, a great deal which is re-
flective of our society, of our culture, and of the mood of our time. It is up to us, as
adults, to allow them to say what is on their minds. What they are going to say is
not going to be “pretty.” We cannot allow children to think that writing is that
which must be “pretty.” I think too often we give children the impression that we
are looking for “beauty” in their writing. We don’t give them the impression that
we are looking for something that is genuinely their own voice.

Children should write about everything. There should be no subject matter
banned to them.

Some children’s thoughts are such small fragments. Sometimes we often lose
sight of them. Do not lose sight of them though, because they are the very be-
ginnings of consciousness, the very beginnings of the child’s realizing who and
what he is. '

I try to avoid talking to children about techniques. I believe children have
the ability to absorb forms and techniques, as well as an enormous capecity to
create their own forms and their own techniqu =s.

We try to push the child to say more than he wants to say and this is where
we touch upon the anticreative aspect of teaching, We destroy rather than
help. Children sheuld begin to see and realize that what i - have to say is im-
portant no matter what the length or what the idea might be.

The only way you are going to get the child to tell you what he thinks is to
literally learn the art of shutting up. Give him a rhance to speak. Give him a
chance to say exactly what is or: his mind.

I will only reinforce my remarks by saying that the word in Eskimo for
poetry is also the word which means “to breathe.”



Potpourr! on erit;ing

Several sessions were devoted to panel discussions and to question and an-
swer periods at each of the institutes on “Expl» itions in Children’s Writing” in
Dallas and Philadelphia. These became a way of extending and clarifving ideas
which had been mentioned in the presentations by the speakers or of further
explaining questions raised by the participants in conversations with the <peakers
and staff. Some of the discussions explore the nature of the process whereby
children write. Others illustrate concerns for planning and selecting effective
learning situations for children. Replies to some of the questions provide a further
.understanding of the philosophy of Jamces Britton and his view of the British class-

‘room today. Responses by other speakers to some questions have also been in-

cluded when these help to explain children’s writing and techriques for classroom
instru-.iion. The comments and questions posed by th: director, Eldonna L.
Evertts, have been condensed or restated. The marginal notes are designed to
help the reader locate topics which might be of particular interest.

EVERTTS: We have irvestigated the relationship of talking and writing and
a new approach for many of us in America for unfolding skills in these areas. At
times this approach challenged our most cherished beliefs regarding comyposition.
This had led us to further inquiry regarding 'anguage development, the role of
literature and its relationship to composition, the planning of learning e\cpenences
and the value of curricula, to name only a few areas of concemn.

It might be helpful at this-point tc clarify the meaning of some of the terms
we hear frequently and to leam how this trend in’ writing canie about in British
education. Mr. Britton, will you begin by giving us an explanation of the com-
parison between the British school system and ours in terms of what is meant by
the British expression “forms™?

99
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BRITTON: Schusl starting age is five, and the infant school is from five to
seven. After two vears of infant school comes junior school, from seven to cleven.
But often the infants and juniors are in fact simply departments of the same
school. The child may stay from five to cleven, or from seven

British ; :

hool to cleven, Nursery ~chool, from three to five years, is op-
5¢ 100' ) tional, and the sta: g point varies with the school. In - ther
organization

words, local zluthoritx(.s are entitled to set up nursery schools,
but this is not compulsory, and therefore when there are cconomices, this is one
of the ways of cutting expenditure. As a result, we are very badly off at the
moment for nursery schools. The size of the schools, T think, varies less at home
than it docs here, especially at the primary school level. (Primary school means
infant plus junior—infant, five to seve ; junior seven to cleven—and together they
make primary sehools.)

The Plowden Report, wi 1 may have heard about, is a report on the
whole of the prumrv school. Most primary schools ‘in city arcas are two- or three-
form schools; that is, they have two classes or three classcs, at each year level.
That means anywhere from 80 to 120 children comi-.g in each year. Each of those
classes is a form. Don’t ask me why. The “third for 'md the “fourth form” is the
usual name for it in the sc'(_ondary school and its irly gencrally used now. It
used to be called a grade, in the primary school, but now it’s called a form or a
class. In other words, a junior school, if it is a three-form intake, has three groups
of seven-year-olds, thrce of cight- ycar-olds three of nine-year-olds and so on.

EVERTTS: We have heard of the “cleven plus”™ exumination which is given
when students are about eleven years old, to determine whether they go on to
academic or vocational education. What is the current status of this examination?

BRITTON: It has officially been done away with, but like so many of these—
you know—obituary notices, it isn’t always entirely accurate. In some areas, al-
though it has been officially done away with, they've found ways of getting around
it in order to have some sort of testing, But in the good areas, the best areas, there
is in fact now no ciaven plus.

EVERTTS: Will you give us a brief explanation and some background of the
Plowden Report?

BRITTON: John Cutforth’s pamphlet, English in the Primary Schooi, dis-
tributed by NCTE, is from the National Assocntlon for the Teaching of English
(which is the NCTE’s very small new counterpart, in England) and they were
onc of the bodies giving evidence to the Plowden Cominittee. The Plowden Com-
mittee was a committee appointed by the government under the chairmanship of
Lady Bric' -t Plowden. But lots of bodies were asked to give cvidence to them
and this is the evidence NATE submitted. The pamphlct is not really an acconnt
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of the Plowden Report, but it is in some ways more valuable, because there are
an awful lot of things in the Plowden Ropou, as one would inherit in a govern-
ment report, which are more conservative than this document from NATE. On the
other hand, we werc verv pleased with the Plowden Report in general, and it's
the first official document which has included the ideas of Piaget, and the general
philosophy—or theory, if vou like—of the infant school tradition, if T may call it
that, in England. This is the frst official document to give these views as official
views. To have Piaget's developmental sequence given as the representative view
of the schools of England was a very good thing indced.

They made one very fatal mistake, I think, in the Plowden Report. Having
gone through all these ideas about the need for individual activities—having done

all that—when it came to deal with the curriculum, of all things, they then dealt

with it subject by subject, and came up with silly remarks such as how drama is
closely related to English. I mean, if vou know anything about primary schools in
England this is a very sillv remark. English docsn’t exist, drama doesn’t exist; it's
just a lot of things going on, and a great many of them involve improvised drama.
A lot goes on that concemns language, and that’s about as far as you can go in
identifying drama on the one hand and English on the other.

If T may add one thing, the infant school tradition began with a happy suc-
cession of accidents in the way of influences on the infant schools. A woman
named Susan Isaacs—some of vou may have heard of her—was o very powerful
influence on the infant school. Two books of hers, T ntellee-
tual Growth in Young Children and Social Development in
Young Children, although they are now fiftcen or tw enty
Jears old, are still ahead in their thinking. For a variety of reasons the infant
'school became really the pride of the syst=m. Now that influence has spread
upv. ard through the junior schools.

There is also something I think you hear more about in America, and
that’s the grammar school tradition: university-directed work and often very hirh
level work, certainly flowering into some very admirable things in the snth
form, which .s the university-directed ciass at the top end of the school. But as
it works down the school, the granumar school tradition
comes to a head-on collision with the infant school tradition
working up the age range. * ) we're now in a very curious
poslhon The Plowden Report has suggested a change in the age divisions, so
that were going to have some experimental schools, called middle schools, which
begin at thirteen or twelve and continue up to fifteen or sixteen. In different areas
we have the dominance of the grammar school tradition working down, so we
are ' ely to have two different kinds of middle schools in different arcas, once

Infant
schools

Two distinct
traditions
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which wil: be like the secondary schools, pushed down a bit, the other like the
junior schools pushed up a bit.

Sir Alec Clegg, the Dircctor of Education of West Riding of Yorkshire and
one of our most enlightened administrators, gave a broadeast talk not long ago
about the middle schools. Ile talked about the academic traditipn as “knowledge
peddling” He suggests that knowledge peddling (which is not a very polite
way of talking about the grammar school tradition) had very little meaning in
terms of the sort of thing that went on in the junior schools.

I think you are familiar thh the sort of thmg that goes on in | the ]umor
schools: the “integrated day,” “activity methods,” the “child-centered curriculum,”
—all sorts of stereotypes and banner words. But behind it ail is a very real change
in our educational system at the lower end of the scale. So it is fairly general
now in about half our junior schools to find practlcally no timetable.

I think the nicest timetable I know is in a jun..r school in Englavd where
there are two items on the class timetable. One is called “mny time” and the
other is called “your time” and cven the division between
your time and my time is highly flexible and is frequently
; interrupted by things that happen outside the school alto-
timetable - it i i

gether: a great deal of visiting out in the area and going
off fr the week, sometimes to a cnuntry camip school, or very often going off for
a day to visit- historic buildings or going off a day or half a day to see people
in the area, to meet people and see processes and visit places where things
happen. And within the classroom in “your time,” everybody working on his
own or in small gioups of two or three, chosen by themselves, doing what
they’ve chosen to do, but working in a classroom which is full of things to
do, full of things that have been done, full of things that are there to do, full
of materials with which to do things.

New
classrocm

EVERTTS: Would you comment further on the more recent change in
focus given to writing activities in British schools?
BRITTON: I'm not really sure I can. I'm running up against this different

“way of looking at it also. At times there will be some kind of writing activitv

going on for a very great deal of the day. So it's very difficult to say how
much writing goes on—for one child it may have been a great deal of writing
and it may well be that for some children there wasn’t much writing.

It would be easier for the teacher to deal with a regular schedule. When
there isn’t one, it does become a matter of very great care on the part of the
teacher to have a sense of what all the children are doing. She needs tc kecp
records of what she finds, to get everybody to do a bit of reading cvery day,
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and to have some sort of sense of how much writing all the children are doing
so that she can, in fact, see that they don't miss out entirelv. On the othei hand,
a teacher who is really able to bear this kind of work may do better in the long
run than others. In other words some teachers are re al]y able to work it, and
able to wait a lot longer than other teachers will wait for

Teaching . . .
. & results. One headmaster told me about his experiences in
without set - 1
teaching a class where two children would do absolutely
schedule

nothing exeept draw horses. They drew horses very badly
but went on drawing horses. Every day they drew horses. I think in the case of
onc of the boys, he waited pmctlcal]y half that year before he got onto anything
but drawing Thorses; but it was through this drawing of horses that anything
clse at all came,

I know one other example of a boy who was extremely backward at every-
thing, except he had a very good sense of movsment and he liked his body
movement lesson. At his school in West Riding, cvery class teacher takes move-
ment with his own class and movement means sonicthing ~ery special. Is the
Laban school of movement something you know about? It's something that the
English teacher in the clementary school needs to come to grips with. Move-
ment, drama, and language interact with each other for yonng children; move-
ment is a sort of early expressive language for them. It certainly was for this
boy. He had no other means of expressicn, but in the course of two or three
years work, this movement brought him to make a book about movement in
which he just wrote down his enthusiasims and drew pictures of inovement—
of things to do, things to act, storics to piay out. It was a very, very good picce
of writing but it took hiin about four times as long as you might have sup-
posed it would if you just saw it.

The rate at which children develop varies very much indeed, and so do
the amounts and different kinds of activities they cover. If you spend a day
in the ordinary junior schools, you will have a lot of children bringing things to
read to you that they've written throughout the course of the day. Among the
poems I have collected is one which was a third attempt on the part of an
eight-year-old girl to write what she wanted to write. Or rather to say what she
wanted to say, because her first attempt was a story she told to the whole class—
a story about an old tree and a little girl. Du-ing the course of the day, she
wrote this down in a soit of story and at the end c¢f the day she brought me
something she just called “Song.” This was the final version of that day’s work
on the old tree and the girl, Such activity is highly worthwhile.

I don’t think I can say how much writing is done. But certainly there will
be a lot of writing. It will often be abeut the children’s own experience of one
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sorl or another=and by their own !\px rience T mean their

Writing

| & own fantasies, or fairy stories, or magic stories—as well as
about about things that happened at home. And there'll he no
experiences writing among the younger pupils that vou could really

call expositoiv, although vou will see signs of it moving that way.

One last L'\..‘mph nf what I mean by moving that way. I went into one
class of seven-year-olds where the teacher had a nature book and a number
book in which the children wrote what they wanted to write whcnever they
wanted to. They had been for a walk one autumn day and the one small bgy
had come back and written in the number book, “The dew on the cobweb is
the smallest thing { have ever seen.” And this was approved as an appropriate
entry in the number book, I'm glad to say. '

EVERTTS: Since the Dartmouth Seminar, what similarities or differences
have you noticed in British .md American l:hmls.mgl about the teaching of En-
g]mh?

of ways in whth pmp]u tth In Dt]]l_‘l' muntru} th(-r(* h;wr hc:cﬂ 50 nﬂny
pmplc putting a lot of energy mtg t]nnLlng about the teach-

gHECth} ing of English, theorctically and practically, trying to de-
;_ﬂﬂ_"m“t 1 velop the kind of framework within w]uch teachers of all
seminar kinds can try out ideas and check them against their own

experience. To me, it isn't cnnngh simply for the teacher to be a good teacher
in his situation, or a possible influence over other, teachers. He needs to be
consolidating what he does with the rest of the theoretical framework at the
same time,

I don't want to make it sound too dramatic, but there was in England
at the time of the Dartmouth Seminar a consensus, o dialogue and inter-
change of ideas, which was gaining some headway. And there’s no doubt at all
that the thinking of the people T have in mind was very, very much affected
by meeting people from quite different educational situations when we came
here to America, and that the kind of influence that was given by that dialogue
is still very strong, I think it will grow stronger. In other words, the seminar
assisted in the development of a framework which is not only satisfying to
ourselves but also powerful to other people. So its effect spreads to more
people’s Pmchce more quickly, I think the development of that framework has
become ‘n a sense a common task rather than one carried out separately by
people in separate countries. I thought Albert Marckwardt made a wuseful
suggestion when he said we necded now to see what pcﬁpl&g of other countries
do in teaching their own mother tongue. So far, we've had English speaking
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PEDP]L hl]ung nlmut tnchmg Lnglﬁh to Enghsh spmhng peap ¢, and we nged
F rr:'neh to T’n‘:nr:h d‘n]drcn 'md 50 o1,

Now I certainly know of onc Grf_jaﬁlzatmlnl lifference between our two
countries that interested me, When we came here we saw that you had got
your college professors—your subject people in the univer-
sitics=very much mowe with theii feet wet in the schools
and the cdueational problems of schools than we have,
With us, the function of the university peeple tends to be to act as examiners in
the public examinations. Different universities run different examining hoards
and you sce that as a main function of the university professors with rvgard to
the schools. This can be very harmful, beeause if they I)erann that function in
the schools without bi:mg interested in what goes on in the schools or in ]c.ammg
in school, ihen the examination can be very harmful, So what we are trving to do
now—ard it’s beginning to shaw some success—is to get our university people
dhmzﬂ,sum our school people in rather the wi ay we found it ]’l{l[‘_! ens in America,

EVERTTS: Goals for classroom organization were developed at the Dart-
mouth Seminar. What kind of classroom organization can the teacher develop
to achicve these goals?

BRITTON: Tt seems to me that there is the real argument against the sub-
ject sclnratmn that vou were talking about awhile back. T think because children
are devel ping individual interests, it may not always be enough for the teacher
to br the sort of person who simplv is expert in ﬁndmg out. That is enough i
time is sufficient. But it is also an cconomy to be able to refer the child whose
interests take him a Jong way in some scientific subject to someone who is a
science expert instead of a composition expert. But if some way can be
found of pooling resources in a school in such a way that this is possible without
sacrificing the class-teaching situation, then we can preserve the advantages that

Help from
universities

the class-teaching situation offers: continuity, the complete relationship with one
person, but more still, the complete integration of all the work as parts of
one child’s curiosity, This seems to be very valuable,

EVERTTS: Larlier in our discussion you mentioned mnvement As 1
recall you also mentioned that in the Plowden Report there was an artificial
demarcation between drama and English. Perhaps you could expand on this
subject and discuss the place of movement and dramatic work in the elementary
school in En gland

pmbablv its tha issue in w mh ﬂwre was most mapmtv in practnce between
schools in America and schools in England, One of the enlightened parts of
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England is the Wost Rldmﬂ' of Yorkshire, where there has

Drama in

B‘ . been a real campaign in t]m last ten or ffteen years to
‘?“5” Ceuip the eleme ntary school teachers in number work, move-
schools

ment, and language, The movement and language become a
central core to the whole uctivity pattern of the clags, All teachers in the West
Riding Schools are encouraged to take their own movement work with their
own classes, This leads straight to language, but it is language as most acees-
sible to children, because it is ngu.lgu embedded in its situation. Not only
language about things, but language in a reenactment of the things it's about.
Its one degree less abstract than a story, It becomes therefore, a very
powerful means of exploration through mngnatm reenactment. That's a dlé
nified term for what may be simply play in the comer with the “Wendy
House.” (The Wendy House is a twee name that we've got in England for a
sort of modcl house in one comer of the classroom. It is just one room, small
size, with things children can use to play at mothers and fathers and other
gemes of that kind, The kids are in there whenever they want to be in there
and something is always happening there. This is in the younger classes.) This
leads on to creative dramatic work and, sometimes, from that to highly stylized
improvised drama. In other words, improvised drama is an activity for children
who have rcached the ability to “compose” in spontaneous speech and action.

EVERTTS: A very essential point to me is the place of children’s literature
in the experience of the individual child. By this I mean not the intellectualizing
about a selection but the enjoyment of the selection for

L’ter-’t &

-Ierature itself~finding satisfaction in the story. Literatnee should
for

L not cxist apart from d;uly life for even the youngest child,
-enjoyment but should be relevant to his experience and,. of course,

imagination and creativity are part of this espericnce, just as they are in drama.
We all know that the child delights in hearing the same verse or tale over and
over. The words and their sounds bring delight; knowing previously how
the story ends appears to be of little consequence. Thus, for example, literature
offers one way to esplore language. It can be the central core of many
activities. Mr, Britton, how do you feel about this?

BRITTON: Thete is danger of isolating literature from the experience
which literature must be made relevant to. I believe that with young children,
the ability to arrive at the point where literature is experienced does rcly upon
establishment of a very close connection between a child's talk and actual things,
not symbolized, not represented, but actual first-hand expericnce of town and
country, of hot and cold, of people and animals, and so on. T think if you look
at the WhD]L of the role of language in lmrnmgi you can look at it in this way,
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The young child before he comes to sehool has an all-round-
hm]-;irngj Lilrimitv When he comes to schosl and works
. , through the school, the allround- looking curiosity gets seg-
interrelated mented. There are certain arcas in which he has been cari-
ous, in which socicty has also been curious and which society has formalized,
urgammd its curiosity. S0 we now have a ‘al.lbj({’_t of Lhurmtrv and a subject of
history, The areas of his curiosity hecome channeled into school subjects which
reflect society's systematically codified experience.

But our English isu't ono of those areas of systematically codified expe-
rience. You can, if you like, now say yes, it is. It is literature, There is literature;
it is there just as codified experience, just as geography is there. But I don't take
that view. I want to go at it slightly more indireetly.

I think that what the work in English must do is to look after the areas of
expericnce and the areas of curiosity which are there with the child before-
ha'rlEI but whic‘ are nat now channeled intn these sc:lmcﬂ subjtets Therc‘:’s a

Experience,
literature

by gcography, lnstgry, or st:mnce_, 15_, abuva 1111_, thz; E\PEI’IEHLEE in whlch chﬂdren
differ from each other. The experiences that involve their feelings about their-
mothers and fathers, their homes, and about people in general-these unique,

individual, personal experiences.

Now I am using the word “structured.” I think language is used to structure
experience, and that in geography and history in certain special ways, language
is being used to structure experience into more systematic goals, But nobody is
going to be structuring personal experience (systematically, wholly, concentrat-
ingly). This T think means that we teachers of English have a theater of opera-
tons just as the geographer has—a theater of operations which is the personal
experiences of children.

Our role probably is to get language to bear npon those experiences, and
as we do so we find two Surprl'ilﬁg things. I think, without knowing why they
are doing it, teachers have always done this. Teachers for generations have
had children talking and Wntmg about their lives and about themselves, If these
children stopped to ask, “What am I doing?” they would say, “I'm doing En-
glish.” And secondly, the whole operational area of literature is exactly that
area of personal experience. So I dont want to say we are doing what we
are dmng because hterature is thcre Eut tha very 1mpmtant dxscuvuy is that

the center;” the other thmgs wﬂl be. mmlng arcund will be addec. onto it LGQL
out for this and you'll get the others,
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EVERTTS: Certainly as literature becomes the center of things, the child
has many opportunitics to hear and use language in action. Now we know
that a knowledge of traditional grammar isn’t much help either in using language
or in writing. But what about the value of the new grammar? Can it help?

BRITTON: In England we have a slightly different situation in regard to
grammar. The old grammar lay on our hands for a very long time and became
.y more and more discredited, because there was some very
Dropping o T S
e powerful research (some of it donc in my own university)
old which proved to teachers, where they could take the mes-
sage, that it wasn't doing anything practical for them. There
was nothing to put in its place at that stage, and I think this is where we differ
from you. A great many schools have dropped it and have just done nothing
whatsoever about it over a long period of years. So we've been tuming out the
finished product of the high schools able to read and write and speak as well as
we would, expect them to do, fulfilling our hopes in this respect, and we know
they've had absolutely no hely from grammatical study. It is a matter of the use
of language as distinct from the study-of language.

BURROWS: The study of language might be useful and interesting for its
own sake for some children who are psychologically ready for that kind of learn-
ing, But as yet, we have no evidence of that. It would take a long time to gather
the evidence.

EVERTTS: But what about the role of grammar in writing?

BRITTON: I think there is a great deal of evidence now that the study of
language is only vety, very loosely related to the ability to use the language. So
you have to ask yoursclf the question, what are you after
with the children? What is it that you want them to do?
Do you really want them to use the language to the best of
their ability for all the multiple purposes for which language
is of value to themP If that is so, then you don't, at that stage, worry about
grammar at all, because it has been proved to have no real significance in that
process, _ -

BURROWS: Recent investigations have shown a higher correlation between
abilities to master knowledge of grammatical principles and arithmetic problem
solving than between grammatical knowledge and ability in reading and writing,
But the belief that reading and writing can be improved by studying grammar has
been held since the twenties, and I am sure it will live on after we are gone, In
school, I had to learn all the names of all the bones in the body correctly, I have
forgotten most of that now, fortunately, But it didn’t make me walk a bit differ-

Language:
to use or
to study?

ently, nor did it affect my diet so that I might build stronger bones. It was
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knowledge about something, not translated into skill at all, and T don't think it
could be. Leaming the names of the bones in the body or the names of the parts
of speech of words are much alike; saving words about something is not evidence
of full understanding, ‘

As far as writing is concemed, change certainly takes place gradually, We
start with speech, ooviously. The child is usually fluent in speech before he starts
to write, and this gives him the resources with which to write, So he begins with a
general, all-purpose kind of writing which is in fact written-down speech. And he
develops more and more abilitics in the face of more and more demands~differing
demands, in response to which he differentiates. There is a dissociation from that
one ability to a varicty of abilitics in accordance with the variety of demands that
are accepted by the child. We are thinking mainly of demands in leaming science
and leaming geography and history. If in English time, or as an English teacher,
you start saying, “What do T do about the language here?” you emphasize the
wrong aspect. Don't do it from the point of view of language; do it from the point
of view of learming of the materials, which will be Iike the geography work and
the history work and s on. And that makes the demand to which the child adapts
his language with your help, '

EVERTTS: Preschool children demonstrate a knowledge of grammar in
their daily conversation. This would indicate that some of the most effcient learn-
ing is not carcfully planned or sequenced in advance, Recent
investigations have shown that the young child has a won-
derful grasp of language by the time he enters school. For
the larger part, this was obtained through living in a home
where talk between family members or perhaps the extended family group was
common. Common also was much small talk between older persons and the child,
even before the child could respond in controlled sounds. Those of us who
- have had the opportunity to observe even.a small baby respond with his entire
body~laughing, clapping, kicking—know that this early respouse represents grat-
ification from language and cven an expectation of more. The toddler certainly
loves to explore language and to try out new words and phrases, in ways that
sometimes resemble foreign language practice as carried on in class,

BRITTON: An' individual leams his mother tongue in accordance with his
own individual purposes. His skill in his mother tongue in the end is different
from other people’s because it is a skill which continues to serve the purposes of
somebody who is different from everybody else. Mastery of the motker tongue
leads to a highly individual destination, but what is more, the route is also highly
individual. So although there is a great deal of commonality in our mastery of
the-tongue that we share, the ways we arrive at what is common may even then

Individuality
of language
learning
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bc highly liTe Qntiatr;d Ngw in Lirf;mmt;mm ﬂf tlmt kind I just c]on't’ seo }mw

ccrtam pmnts!

EVERTTS: You have just pointed out that a scqucntnl p]anncd program
might be less a factor in planning leaming L\PC]]C]’ICL than we have believed,
especially in language learning. Dr. Burrows, is there a sequence for the devel-
opment of writing?

BURROWS: It is very casy to oversimplify on this. There are some schools
which build a scqucnc‘c in tnrd ;md fmu[h éf’ldﬁ you wntc one p'lr'lgr'lph in

Unsound

. you wntc thrce or more, Tlus is, DF Course, Ildlﬂllﬂll‘s hi’:
curticulum

o cause there | is nnthmg harder to write than one paragraph,
sequences to say something and say it well. This is purcly on a quan-
titative hasis which is not the real wy ay of huildi ing a sequence. I am tcrrlhly afraid
of setting up sequences that are psychologically unsound,

EVERTTS: Although the pattem for the.development of linguistic com-
petency may be essentially alike for individuals, cach sclects from his environ-
ment those CYPLFIEHCL‘% which have present value to him and at the same time
. ignores other cxpcnences because they hold no present meaning, Each one’s ex-
perience is unique. Tt is tluuugh this language experience th that the child gains his
ﬂrst sense QF cgntml nw:r ]'ll‘i ;nvummwnt me infant cry mg ’u: pragréssﬁs to

ch__lld_ to L!\pI‘ESE hlmself more ngarly am:L mmdentally, to think more ac::urately.

BRITTON: The effects of language working upon the personal experience
in the chﬂflrer;’s own \qurlds is fﬂsa a fa;:t to bc Ljdked 1ftr_‘s'r. Va&abuliry, I think
wlnch can be a Jlg TCSCIVOIr OF & small reservoir. And we've adrmtted there are
different areas of this reservoir. There’s the qusive area which is larger than the
active area, so you've got a sort of inner reservoir and outer reservoir,

But I don’t- thm}, reservoir is the best image for this. You want to think of a
flow, you know, a stream, Language is, above all, utterance. Language is alive;
when it is continuous and being uttered, there’s a flow. So

Language a

,,g, 5 . if you look after the flow, you are lgghng after how words -
flow, not hei

o are being used. If you think of the reservoir, you can think
A reservoir

of dictionaries. If you think of the flow, you can think of
what you can use words to menn. Now dictionaries don’t tell you what you can use
words to mean; they only tell you \V"t}'s in which they've cgntnbuted to the
mgamng of other peuplr:.s utterances in thE past
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Lwant to think of people meaning things when they use words, rather than
words meaning things, and rather than words as being a store, a reservoir, which
you may label vocabulary and which you may then make deliberate steps to try
and increase. T dont want ever to take deliberate steps to try to increase that
reservoir. I want to get the flow going more vigorously, so that words are being
used more and more vigorously and with more and more applications, drawing
into their stream more and more words that haven't yet been there,

EVERTTS: It is easy to think about vocabulary in isolation, especially when
we note the many studies in word counts. Our concern might rightly be with
understanding words in context and expressing our thoughts to ourselves as well
as to others. Those who are around preschool children are often amazed at their
creative use of language. If a child does not have a word at his command, he
quickly and easily uses a metaphor, for as Susanne Langer has suggested, we
describe a new object or experience in terms of what we already know and there-
by illustrate the creativeness of our use of language.

From the préictical standpoint, possessing an ample speaking and listening

i i

vocabulary aids a young child in mastering the process of reading, I think that
teachers as a whole in America are very much concerned with the development
of the child, especially his ability to read. They look constantly for ways to hasten
development of his linguistic abilities. The testing programs in most schools make
teachers increasingly aware of achievement and rate of growth,

BRITTON: You know, we could look at children and say that at the age of
nine, on the average, they'll be three-foot-seven: at the age of eleven, on the
average, they'll be three-foot-nine. And then you can say, isn’t there some way of
helping them? T can see there are discrepancies between measuring linguistic
skills and that kind of measurement but I think that the point still holds. T think
looking at averages in this way simply takes our minds off the main job and makes
us look at a different job. - ‘ |

I don't want teachers to say, “Look, this is the change from that grade to -
this. Can I not hasten it?” Life is long, and human beings have the longest in-
| | fancy in the world. Economic conditions are making -
e maturity longer. I don't sce the value of hastening develop-
hasten ment in this sense. I think we are missing another value, an
growth evolutionary, a Darwinian value, that the fullest develop-
ment at any stage of our progress is the first platform for the next stage. Unless
 you develop as fully as possible the child’s use of language at the expressive stage,
you will get a poverty-stricken operation at the referential stage.

I suppose really the whole point is that this way of looking at things has -

the same origins as. progressive education has in this country, It comes from

~ Don't
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Dewey. Tt was added to a good deal in the times when perhaps progressive edu-
cation was manifest in this country. It was added to a gcmd deal in the times
when Perlnpﬂ; Pragcaswc edumtmn had so bad a name in this country that
people weren’t paving attention to Vygotsky and Piaget. It had a pood deal
added to it on a foundation of Dewey but it comes from the same origins, This
way of looking at things is new, 1 think, because it didn't fall afoul in England of
what it did in America—a sort of socialization. American programs turned what
was essentlally sound philosophy from Dewev into life adjustment. This resulted
in the charges that have been made so often that English teac.hmg language
arts teaching, is a collection of random items,

EVERTTS: Many people have discovered that difficulties arose not from
the philosophy of Dewey but from those who tried to interpret that philosophy.
For quite some time now we have looked at children and
thought about their educational needs and how we could
. plan the best possible program for them. As a result, all
guides supervisors and most teachers who are deeply concerned
with the English ]anguag: arls at some time or other have been involved in the
preparation, writing, or revision of curriculum guides. These may have any one of
a dozen titles, but the basic design is the same. Objectives are defined and specific
kills to be developed are identified. Activities or ways of realizing these are in-

cluded, together with rccommended texts and trade books, Though they recom-
mend diversity to meet individual differences or stress flexibility, and encourage
the teacher to explore new ways of teaching, the guides usually present a mono-
lithic program. Al too frequently the teacher has difficulty adapting the use of
the guide to the state- or district-approved textbook, and he is not sure to what
degree he can depart from either of these requirements in meeting the challenges
in his own particular classroom. Since the teacher population as well as the
student population is highly mobile, many administrators rely upon the curricu-
lum guides to set the direction for instruction in the school district, especially if
district-wide testing accompanies the program, Needless to say, many teachers
feel that such testing programs make it imperative to follow the guides closely.

More recently here in America, financial support has been given by the
federal and state governments for the creation of new programs to improve
classroom practices. The Project English centers and the regional laboratories
have created reams of new materials from which teachers and school districts
can choose. The natute of the programs varies wxdely Some are very free and
 adjustable while others are more structured; some are designed for the gifted,
nthers “for the slow learner; some are more traditional, others, more innovative. .

"BRITTON: Why is it that anyone in thls country who wants to help teachers

Problems of
curriculum
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immediately leaps to the idea that he should write « curriculum? T am sure a lot
of very gaﬂd work has been done in this way, but it seems to me to be prolonging
the Tife of something which for many of us has begun to be a skeleton in the
cupboard. It's no longer a threatening monster: it's a skeleton fn the cupboard,
But T think itl continue to rattle its bones to our discomfture for quite a long
time, until we face up to this basic point of what we mean by curriculum and
whether in fact we need it, ’

I think the reason it rattles its bones i that whenever you tum to it you
ate going to be dealing with gencralizations about children, generalizations about
children fu circumstances you don't know, so vou're generalizing about the cir-
cumstanees also. And on the whole, you're going to be setting down things that
all children will be doing together in any group.

I think the first thing is to have teachers assess the situation they are in, and
secondly, to decide that most of the time you are not having all the children
doing the same thing at the same time, This is much more diffcult than to think
in terms of a curriculum, _

It you want to be helpful to teachers, have long lists of things that have
been done by teachers at different stages of progress, of ways in which individual
| work with children has been encouraged. A collection of the

Substitute o o1 Tt o
, , past experienees of teachers presented in a framework which
for formal azeste that thaee arm anlo Bhivoe thop Tae o

. suggests that these are only things that have worked, that
kuides these won't necessarily work in other situations, but they are

suggestions to try, Now that doesn’t get over the difficulty of having a teacher
who simply isn't capable of knowing whether what he tries is successful or not.

I do think teachers should be placed into situations of leaming for them-
selves at their level. Perhaps in the course of two or three days or a week they
should go through the kinds of processes that we feel chil-
dren ought to be going through, This can bring quite a quick
change of attitude for teachers, who may then be able to-
| go' back into their elassrooms and simply begin trying to
find out for themselves what it is all about in terms of classroom practice,

EVERTTS: Do you think we should continue to emphasize “content” in
the instructional classroom as stated in many curriculum guides?

BRITTON: Don't you think the difficulty comes in distinguishing “teaching”
from "learning”? In other words when we say “content” we're thinking of teacher
and how much the teacher knows—has, in fact, been taught, Whereas if you
think of learning (and I'm with you, I want.to think of learning) I don’t know
what content means, _

~EVERTTS: During the past few days, limitations of curriculum guides have

Put teacher
in position
of pupils
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been discussed. How can greater freedom in planning and in classroom activities
be realized without danger of either an authoritarian or laisses faire atmosphere?

BRITTON: When John Dixon says, qamethmg less specifie than a curricu-
lum and more organized than chaos," does this make sense, or are we all saying
to oursclves, “Oh, after all it's the curriculum we're going to have. We want it
and we'll hdve it"? Would it affect what you did in the curriculum guide if vou
decided you didn't want the curriculum guide but you did want a fem:hmg
guide?

EVERTTS: If there were no curriculum guides, how might a teacher in the
classroom organize his program to provide for a variety of learning experiences
which will be especially valuable to his own pupils?

BRITTON: I suggest two things. One, not thinking of the curriculum but
starting where ycu are now, starting with the kids you've got, opening eyes and
ears to the situation you're actually in, leaming a very great deal more about what
individual life each child brings into the classroom, and observing what communal
llfe or activities the  group has set up and cuntmued to set up. Beceptwcness and

of dlrer:han You ve gat to know in what dlrectlcm ycm Te mt:v;ng

Those two things seem to me to be what in practice tums something which
may feel dangerously like chaos into something which is not nearly as ordered as
a planned, sequential curriculum, but is very far from being chaos. If there is any
planning to be done, it will be in terms of what kind of experience children of
this kind, in this kind of situation, are likels y.to come up with, and that's simply
preparatory to finding what in fact they do come up with, something which in-
forms your sense of direction. In other words, you need first to look at the way
your children listen to what you read to the, the kinds of things they choose to
1ead themselves, the kinds of things they say. And then try and explain to your-
self why.

For example, you get a sense that far some reason the children are inter-
ested in tramps, old men, grandmothers, or eccentrics, Then perhaps you pene-
trate through that to a tentative generalization that everybady, all the ordinary
grownups, teachers, and mothers, fathers are all saymg “Conform, conform,
conform. Do it like this, do it like this, do it like this.” Therefore, anybody like a
grandmother, and cld tramp, or a nonconfonnmg grownup is a tremendous relief

- ljuhn Dlxnn Growth ti}rcmgh English (Landun Oxford University Pres*; for the Natmnal -
- Association for the Teachmg of Enghsh 1967) p. 91
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from the ordinary teacher, parent, grownup, And at times when the pressure of
this conformity is strongest there will he a strong desite to explore in- their
secondary experience, in their reading and in their writing, the lives of tramps, old
sailors, and old soldiers, cccentrics, and ones like that, This sort of wisdom is
looking ahead, is gotting a sense of direction, but it’s getting it in terms of cx-
perience and not in terms of levels of skill ’ ‘
EVERTTS: Your remarks indicate the sensitivity of the teacher is going to
have a lot to do with classroom techniques. A teacher can misuse a perfectly good
device or he can be sensitive enoush and take what is basic-
ally a poor idea and know how far to go with it and where
to cut it off. How can a teacher who is sensitive to the

What about
assignments?

to get the members of a class actively involved in the writing process? .
BURROWS: Assignments aren’t too necessary. After children have started
writing and know that their products are respected because they are theirs, be-
cause they are honest, I have never had to give children topics to write about, On
an occasion, children can choose whether they are going to write, whether they
are going to dramatize, to paint, or whatever. =
Rarely would I have tore than half a dozen, ten, or twelve out of thirty or
more, writing at any one time. All of a class doesn’t have to write all at one time.
Generally speaking it is more likely that only a portion of the class would write at
a given time, I shouldn't say that I would never ask all of the children to write
if they had something to say. When they have something important that matters
to them, they will write it. They must know. it will be welcome,
But at times I have asked children to try an experiment with some characters
or with some kind of incident just to see if it would work. Indeed, I did this a_
couple of weeks ago with a group of children. I said that T was trying to find out
something, and incidentally, T am still trying to find this out. T said I wondered
-whether they enjoyed writing about the kind of things that were most important
- tothem when they wrote about characters, At another time four days later, I asked
that same group to write about an incident, a moment of action, an episode kind of
stimulant. They entered into the spirit of it as an experiment. I assured them that
they would not have to rewrite; the papers were not going to be graded and I
would type and give back to them their stories so that they could use them, It was
communication, _ = ,
If what the youngster has to write doesn't become & laborious piece of drudg-
ery, but rather the writing is an opportunity for communication, the youngster
can'be in a situation where he can be proud of what he has written: I don’t mean
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' zmagmar y nature 11.1& to bc put mtn pcrnmnmt or wmlpvrmmmt farm but \\lwn
we are experimenting and T ask children to experiment (primarily because [ want
to leam something about them) T fecl that T have an obligation to them. As a
researcher I have to do something for them when they. are doing something for
me, Thur Wl'ltll]g 15 l]rll't Hf il L\’C]L‘ ﬂf Lm’nnmnlL'ﬂan Thl‘\E f[‘ﬂ]l.ﬂi‘ t]]ﬂt H]f_"\" are
going to read some of their stories aloud, that they will have them right there
-~ publicized as it were, Once they get off dead center, momentum builds up. They

write what matters to them. Thev very often choose characters' that have heen
developed before, When pupils become fnvolved fn characters and want to write
more about their characters, what matters to them comes out in the writing, So
there is infinite varicty. T have never had two children choose voluntarily to write
premsaly thc same Lmd ot stary I m_:lmxt to (.luldrcn \'cry hosttly tlﬂt thr:v :u*e

about a Ewen tﬂl)lt;‘ _
EVERTTS: Dr. Burrows, vou hmfe been m_ll_un_g about thc researcher in

the classroom, and now I am \vnndcn% r about what the classroom teacher does in
the classroom, Ts there any potential danger in actually

Danger in

k g. assigning topics in the ol cmvntary school? Since there seoms
assignin
W3IE ) 5 to be a change in purpose of writing when children got
topics to be cleven and twelve yeas old, let's-consider writing in

the L‘lLl‘llCllt’ll’y school. Are there any dangers in the kinds of assignments in
which we say, “Write about this,” or even give them three or four pictures and
say, “Write a story about this,” or use uny other kind of external motivation?

* BRITTON: I don't really think this is an area in \Vhi(.l] T can say anything
very helpful. T agree with Dr. Burrows and I think she said a lot which is helpful
Thave a fecling that there is a sort of land mine buried in the question some-
where, When you have a particular reason for doing it you would do it, but it
would be very restricting if you thought that was how mast of the writing went
on, because you would then b timing the writing according to vour own program,

“Everybody write now;” whereas most of the work arises naturally from what
children are doing, arises when it arises and not when the teacher says so, So the
 real answer, [ think, is only a reformulation of what Dr. Burrows said, You don't
have to suggest topics once things got gofng, because what is written arises from
what | fs goi ng on. The answer here, T think, lies not in the msxgnm(‘nt but lies
very much in individual children developing theu own interests in the material
thnt yuu have pmvided
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BRITTON: Obviouslv we can't change things ovemight, but I think, for
ourselves, we can start thinking in other terms. I'm thinking of something you
- said carlier about teachers being able to experience it them-

Inservice CoV e E e , b
teach sclves. Instead of doing curriculam guides and the materials
acher , Sl A N ,
ache to go with them, vou might have conferences, even short
training ones, in which you get teachers together and then, in fact,

write and go in for improvisation and drama and so forth, 1 do think even a short
conference or series of confereices of that kind quite dramatically allows teachers
to experience for themselves the nature of these activities and the nature of the
social outcome of this kind of activity, In other words, a group of twenty or thirty
teachers in which this is going on organize themselves into the kinds of groups in
which it most helpfully goes on. In'a writing group, for instance, their interest in
- others’ writings becomes o natural part of what goes on, I've seen this happen in
the course of a week, and T think it, could happen in the course of less, T think un-
doubtedly teachers could go away having experienced for themselves even briefly
the-kind of thing that they~we--want their ehildren to experience in their class-
roont, This seems to me to he a possibility.

I remember hearing a speaker at one conference I attended say that it was
his fervent hope that in twelve months’ time his schedule of work. his curriculum,
would be in every classroom in the state where he was working, He didn't see,
and I think a lot of people in the audience didn't see, that this is a total nega-
tion of all we had been saying. In other words, if you really do think that you
could work out ahead what ought to be done in every classroom—classrooms
 you don't know, you've nover scen and you don't know anything about=you
could work it all out from where you sit=well, this seems unrealistic to me,

EVERTTS: Changes in preschool education and the clementary and
high sehool curricula at times-scem slow in coming, but it is gratifying to realize
that changes are taking place, It is equally gratifying.to know that programs
and lectures in these institutes have surely stimulated us all to make some changes
in our school programs or curricula, These changes will not come about because
of some outside influence or source, Indeed, they should not. They will tako
Place because of what you are doing; your attitudes, your viewpoints, the way you
put these ideas into elfect—these will determine the real direction of chango,
What you demand and sk of others, of publishers, of authors, of lecturers, of

scholars, can set the direction in which you would like to see education move,
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